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Abstract
This study aimed at investigating Multimodal Mobile Literacy (MML) effect on
promoting EFL writing performance, writing motivation and intercultural competence.
The Substitution, Augmentation, Modification, Redefinition Model (SAMR), as one
of the 21st century frameworks for evaluating mobile learning was adopted to select
the MML device of the study. The study employed a quasi-experimental design. A
convenient sample of 10th grade students from public schools in three cities in the UAE
was selected. The sample comprised of two groups: A treatment Group (n= 176) and
a Control Group (n=179). The experimental group made use of Mobile Learning
platform to learn English writing whereas traditional paper-based learning was used
with the control group. Two instruments were implemented: 1) A writing
pretest/posttest was used to assess students’ writing achievement; 2) An online
retrospective questionnaire was administered to assess; (a) students’ writing
motivation; and (b) students’ intercultural competence. Results showed that there were
statistically significant differences between the experimental and the control groups in
EFL writing performance and writing motivation, in favor of the experimental group.
However, there was no significant difference between the two groups in their
intercultural competences. Moreover, there was statistically significant differences in
writing motivation in terms of gender. Male students in the experimental group
outperformed their females’ counterparts. The study adds to the scant knowledge of
mobile multimodal practices in the UAE. The study incorporates some
recommendations pertinent to curriculum, pedagogy and research.

Keywords: Multimodal mobile literacy, EFL writing achievement, writing
motivation, intercultural competence.
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)Title and Abstract (in Arabic

تأثير استخدام تقنية التعلم بالهاتف المحمول متعددة الوسائط في تعزيز الكتابة باللغة
اإلنجليزية كلغة أجنبية ،والدافعية ،وكفاءة التعامل مع الثقافات األخرى لطالب الصف
العاشر
الملخص

هدفت هذه الدراسة إلى التحقق من تأثير استخدام تقنية التعلم بالهاتف المحمول متعددة الوسائط
) ،(MMLعلى تعزيز الكتابة في اللغة اإلنجليزية كلغة أجنبية ) ،(EFLو دافعية الكتابة وكفاءة
التعامل مع الثقافات األخرى .وتم استخدام نموذج (االستبدال/التعزيز/التعديل/إعادة
التعريف)  ،SAMR Modelكأحد إطارات تقييم التعلم المحمول في القرن الحادي والعشرين
إلختيار التطبيق المناسب للدراسة  ،وقد استخدمت الدراسة تصمي ًما شبه تجريبي ،فتم اختيار العينة
المتاحة من بعض طالب المدارس الحكومية للصف العاشر في ثالث مدن في اإلمارات العربية
المتحدة ،وتم تقسيم عينة المشاركين إلى مجموعتين :مجموعة تجريبية ( ،)176ومجموعة ضابطة
( ،)179واستخدمت

المجموعة التجريبية تقنية التعلم بالهاتف المحمول متعددة الوسائط

)(MML؛ لتعلم الكتابة باللغة اإلنجليزية  ،بينما استخدمت المجموعة الضابطة  :التعلم التقليدي
الورقي ،وتم تطبيق نوعين من االختبارات )1( :اختبار الكتابة التمهيدي ،اختبار الكتابة البعدي؛
لتقييم التحصيل الدراسي للطالب )2( .استبيان استعادي عبر اإلنترنت؛ لتقييم ) أ ) دوافع الكتابة
لدى الطالب في الكتابة باللغة االنجليزية كلغة أجنبية )( (EFLب) كفاء الطالب في التعامل مع
الثقافات األخرى .وقد أظهرت النتائج فروقًا ذات داللة إحصائية ،بين متوسطات درجات
المجموعة التجريبية ،والمجموعة الضابطة ،فيما يتعلق بأدائهم في الكتابة باللغة االنجليزية كلغة
أجنبية ) (EFLوالدافعية للكتابة ،وذلك لصالح المجموعة التجريبية ،وباإلضافة لذلك فقد كان
هناك داخل المجموعة التجريبية فروقًا ذات داللة إحصائية ،فيما يتعلق بالدافعية للكتابة بين الذكور
واالناث لصالح الذ كور ،إال أنه لم يتم العثور على فروق ذات داللة إحصائية بين المجموعتين فيما
يتعلق بكفاءة التعامل مع الثقافات األخرى ،وباإلضافة لذلك فقد لوحظ وجود فروق ذات داللة
احصائية في الدافعية للكتابة باللغة االنجليزية كلغة أجنبية ) (EFLبين الطالب حسب نوعهم ،ففي
المجموع ة التجريبة تفوق الذكور عن اإلناث في دافعيتهم للكتابة باللغة االنجليزية ) (EFLكلغة
أجنبية ،وقد سعت الدراسة أن تضيف إلى المعلومات القليلة الخاصة باستخدام تقنية التعلم بالهاتف
المحمول متعددة الوسائط في دولة االمارات العربية المتحدة ،و قد احتوت الدراسة على عدد من
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التوصيات التي تهم مجاالت المناهج وعلم طرائق التدريس تستهدف فه ًما أفضل لتأثيرتقنية التعلم
بالهاتف المحمول متعددة الوسائط ،كمنصة للتعلم الرقمي ،على أداء الطالب في الكتابة والتحفيز
والكفاءة بين الثقافات ،وتتضمن الدراسة بعض التوصيات للمناهج وطرق التدريس والبحوث
التربوية.

مفاهيم البحث الرئيسية :تقنية التعلم بالهاتف المحمول متعددة الوسائط  ،التحصيل الدراسي في
الكتابة باللغة االنجليزية كلغة أجنبية والدافعية للكتابة باللغة االنجليزية وكفاءة التعامل مع
الثقافات األخرى.

x

Acknowledgements
A word of thanks to my dissertation adviser Dr. Negmeldin Alsheikh for his
help and support throughout the whole process of the dissertation and his insightful
courses as an instructor in the PhD Program, College of Education, UAE University.

Also, a word of thanks is due to the great professors and instructors from the
UAE University who shaped my research skills in the field of Educational research
such as Professor Abdelmenem Hassan, Dr. Aburhaman Almekhlafi, Professor
Mohamed Abdel Dayem and Professor Hassan Tairab.
Words cannot express my gratitude to Professor Saddik Gohar who taught me
in the College of Education in Egypt and was a member in the advising committee of
my dissertation at the UAE University as well.
Special thank is due to other members of the advising committee of my
dissertation, Dr. Hala Elhoweris for her help and support throughout the whole process
of preparing and validating the instruments of my dissertation whose suggestions for
modifications together with other suggestions sent by other dedicated members such
as Dr Mohamed Shaban and Dr. Ali Ibrahim, the Assistant Dean for Research and
Graduate Studies, improved the efficacy of the dissertation instruments.
Last but not least, a word of thanks to all research assistants and special thanks
is due to my dear brother Dr. Sobhi Abuhattab and my sister Dr. Aysha Alshamsi for
their great help and support contacting teachers in Abu Dhabi, checking the
translations of the instruments and providing help and assistance to research assistants
due to their great experience in education.

xi

Dedication

To the pious soul of my father
To my great mother
To my family

xii

Table of Contents
Title ...........................................................................................................................i
Declaration of Original Work ................................................................................... ii
Copyright ................................................................................................................ iii
Advisory Committee ................................................................................................ iv
Approval of the Doctorate Dissertation ..................................................................... v
Abstract ..................................................................................................................vii
Title and Abstract (in Arabic)................................................................................ viii
Acknowledgements ................................................................................................... x
Dedication ............................................................................................................... xi
Table of Contents ....................................................................................................xii
List of Tables ......................................................................................................... xiv
List of Figures ......................................................................................................... xv
List of Abbreviations ............................................................................................. xvi
Chapter 1: Introduction ............................................................................................. 1
1.1 Overview ............................................................................................ 1
1.2 Background......................................................................................... 2
1.3 The Emirati Context ............................................................................ 8
1.4 Problem Statement ............................................................................ 10
1.5 Purpose of the Study ......................................................................... 11
1.6 Research Questions ........................................................................... 12
1.7 Significance of the Research ............................................................. 12
1.8 Limitations of the Study .................................................................... 14
1.9 Delimitations of the Study................................................................. 14
1.10 Operational Definitions ................................................................... 15
1.11 Identification of Variables ............................................................... 16
1.12 Organization of the Study................................................................ 16
Chapter 2: Literature Review .................................................................................. 18
2.1 Introduction ...................................................................................... 18
2.2 Theoretical Framework ..................................................................... 18
2.3 Mobile Assisted Language Learning (MALL) ................................... 30
2.4 Second Language Writing ................................................................. 32
2.5 Activities Characterizing the Writing Process ................................... 43
2.6 Contrastive Rhetoric and Intercultural Competence ........................... 54
2.7 L1 and L2 Writing & Contrastive Rhetoric........................................ 58
2.8 Intercultural Sensitivity Importance .................................................. 62
2.9 Conclusion ........................................................................................ 65
Chapter 3: Methodology ......................................................................................... 68
3.1 Introduction ...................................................................................... 68
3.2 Research Questions ........................................................................... 68
3.3 Research Setting ............................................................................... 70
3.4 Research Design ............................................................................... 71

xiii
3.5 Materials ........................................................................................... 73
3.6 Population and Sampling .................................................................. 74
3.7 Research Instruments ........................................................................ 77
3.8 Pilot Study ........................................................................................ 86
3.9 Data Collection ................................................................................. 87
3.10 Data Analysis .................................................................................. 89
3.11 Ethical Considerations .................................................................... 96
3.12 Conclusion ...................................................................................... 98
Chapter 4: Findings ................................................................................................. 99
4.1 Introduction ...................................................................................... 99
4.2 Results of the First Research Question ............................................ 100
4.3 Results of the Second Research Question ........................................ 103
4.4 Results of the Third Research Question ........................................... 106
4.5 Results of the Fourth Research Question ......................................... 111
4.6 Conclusion ...................................................................................... 121
Chapter 5: Discussion and Conclusion .................................................................. 122
5.1 Introduction .................................................................................... 122
5.2 Discussion ...................................................................................... 122
5.3 Conclusion ...................................................................................... 127
5.4 Implementation and Recommendations ........................................... 128
References ............................................................................................................ 129
List of Publications ............................................................................................... 153
Appendices ........................................................................................................... 154
Appendix A: .............................................................................................. 154
Appendix B: .............................................................................................. 155
Appendix C: .............................................................................................. 156
Appendix D: .............................................................................................. 160
Appendix E: .............................................................................................. 161
Appendix F: .............................................................................................. 214
Appendix G: .............................................................................................. 215
Appendix H: .............................................................................................. 216
Appendix I: ............................................................................................... 217
Appendix J: .............................................................................................. 218
Appendix K: .............................................................................................. 220
Appendix L: .............................................................................................. 221
Appendix M: ............................................................................................. 222
Appendix N: .............................................................................................. 224
Appendix O: .............................................................................................. 226
Appendix P: .............................................................................................. 227
Appendix Q: .............................................................................................. 228
Appendix R: .............................................................................................. 229
Appendix S: .............................................................................................. 230
Appendix T: .............................................................................................. 231

xiv

List of Tables
Table 1: Percentages of Participants’ Gender ............................................................75
Table 2: Percentages of Participants’ Region.............................................................75
Table 3: Summary of Participants’ Demographic Statistics.......................................76
Table 4: Writing Motivation Reliability Coefficients................................................82
Table 5: Intercultural Competence Reliability Coefficients ......................................85
Table 6: Summary of the Total Number of Participants.............................................91
Table 7: Tests of Normality........................................................................................92
Table 8: Mahalanobis Distance Test to Check for Outliers........................................93
Table 9: Extreme Values of the Data..........................................................................94
Table 10: Test of Homogeneity..................................................................................95
Table 11: Mann-Whitney Test Pre-Writing Ranks...................................................100
Table 12: Mann-Whitney Test Post/Writing Ranks................................................. 102
Table 13: Mann-Whitney Test Pre/Motivation Ranks..............................................103
Table 14: Mann-Whitney Test Post/Motivation Ranks............................................105
Table 15: Mann-Whitney Test Pre/Intercultural Competence..................................106
Table 16: Mann-Whitney Test Intercultural Competence Gains..............................108
Table 17: Post/Retrospective Survey Calculated by ANCOVA...............................110
Table 18: Kruskal Wallice H Test of Sig. Interaction..............................................113
Table 19: Kruskal Wallice H Test of Sig. Gender ...................................................114
Table 20: Frequencies of Gender Rankings..............................................................115
Table 21: Frequencies of Interaction Rankings........................................................116
Table 22: Mann-Whitney Test Gender Differences in Writing ...............................118
Table 23: Mann-Whitney Test Gender Differences in Motivation...........................119
Table 24: Mann-Whitney Test Gender Differences in InterCC................................120

xv

List of Figures
Figure 1: Puentedura’s (2009) SAMR model .........................................................6

xvi

List of Abbreviations
ADEC

The Abu Dhabi Education Council

ADEK

Department of Education and Knowledge

CALL

Computer Assisted Language Learning

CMC

Computer Mediated Communication

DV

Dependent Variable

EFL

English as a Foreign Language

ESL

English as a Second Language

ICC.

Intercultural Competence

IV

Independent Variable

L1

The First language

L2

The Second language

M

Mean

MALL

Mobile-Assisted Language Learning

MML

Multimodal Mobile Literacy

Mot.

Motivation

n

Number

SAMR

Substitution/Augmentation Modification/ Redefinition

SD

Standard Deviation

Sig

Significant Differences

SLA

Second Language Acquisition

TOEFL

Test Of English as a Foreign Language

UAE

The United Arab Emirates

UAEU

The United Arab Emirates University

VI

Independent Variable

DV

Dependent Variable

W.

Writing

WCF

Written Corrective Feedback

1

Chapter 1: Introduction
1.1 Overview
This chapter is meant to shed light on the major topic of this study that aims at
investigating the employment of a wider spectrum of Multimodal Mobile Literacy
(MML) to promote tenth graders in the UAE in their English as a Foreign Language
(EFL) writing, motivation and intercultural competence. A brief description of the
interconnectedness of MML, EFL writing, motivation and intercultural competence
will be introduced in this chapter. Due to the nature of this study which is based on
different literacy modalities that are socially and culturally constructed such as EFL
writing, motivation and intercultural competence a brief explanation of these
constructs will be provided.
The notion of English as an international language has also prompted a revision
of the notion of communicative competence to include the notion of intercultural
competence. This shifts the focus toward learning how to communicate in crosscultural settings, where native-speaker norms of communication may not be a priority.
At the same time, “it is now accepted that models for oral interaction in classroom
materials cannot be simply based on the intuitions of textbook writers but should be
informed by the findings of conversational analysis and the analysis of real speech”
(Richards, 2008, p. 2).
As technology is a precursor in our learning today and as it permeates all
aspects of our instruction and learning, this study tries to fathom the role that MML
plays in EFL students’ writing, motivation and intercultural competence. The role of
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technology integration is paramount in today’s classroom learning. Some scholars like
Hockley (2013) suggested using Puentedura’s (2013) integrated model of mobile
technology specifically for mobile Learning within the context of English language
teaching, Substitution/ Augmentation/ Modification/ Redefinition (SAMR). This
model is to be explained in this chapter.
Also, the problem of poor English as a Foreign Language (EFL) writing
performance will be tackled thoroughly. Moreover, the purpose of the research study
and the research questions are clearly defined. In addition, the significance of the
research, its limitations and delimitations are explained. Operational definitions of the
independent variable (VI)- employing WhatsApp as an m-learning device and the three
dependent variables (DVs); EFL writing performance, writing motivation and
intercultural sensitivity are given. Finally, the main guidelines of the organization of
the study are concluded.
1.2 Background
Today’s world is described mainly with its culminating digital communication
and its digitally oriented generation. This world is also heaped with excessive
obsessions about fanaticism, fundamentalism and terrorism. Consequently, literacy
practices should be perceived from its multimodal perspective with its vast capabilities
to bring about students who, not only can possess the minimum L2 skills of reading
and writing but also can come to grips with a deeper understanding of the social and
cultural differences of the target language, avoiding the traps of fanaticism and
developing intercultural sensitivity.
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In fact, multimodal literacy nowadays, in an age associated with the vast
dominance of internet, has gained increasing importance since a literate person should
not only be able to read and write, but should also be able to produce online or general
digital texts. “In response to these needs, 21st century literacy and language arts
classroom practice and research have become more focused on multimodal literacies
and ways to re-conceptualize and re-envision what constitutes literacy” (Sanders &
Albers, 2010, p 2). Thus, language arts classroom practices and research should
become more focused on multimodal literacies assisted by digital technology and mlearning.
In addition, multimodal literacy as perceived by Walsh (2010) is “meaningmaking that occurs through the reading, viewing, and understanding, responding to
and producing and interacting with multimodal and digital texts” (p 213).
Additionally, Beers (2001) stresses the indispensable shift of writing from the mere
use of paper and pen to the use of “digital media with its blurred genres and
multimodal texts”, (p. 11). Making use of m-learning with its capabilities to generate
visual and digital media provides a useful means to enhance multimodal literacy. In
this study, WhatsApp is adopted as one of the obloquies means of m-learning to
unleash multimodal literacy by engaging in a collaborative process writing experience
assisted by digital technologies.
One of the sophisticated tools that can be used to enhance writing ability is the
use of m-learning. Mobile learning is defined as learning through using mobile and
wireless technologies (Ogata & Uosaki, 2012). In fact, employing m-learning goes in
harmony with the perspectives of recent views about the socio-cultural aspects of
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language learning as "a process of apprenticeship or socialization into particular
discourse communities", (Warschauer & Meskill, 2000, p. 305).
Writing, as a productive skill, requires a lot of effort from both the students and
their teachers. It is given emphasis in second language learning because the learners
need to master it to meet their secondary school graduation requirements, (Panofsky
et al., 2005). However, due to the mismatch and inconsistencies between writing
system in the Second Language L2 and that of the First Language L1, EFL students
face difficulties when they write. To alleviate these difficulties, it is broadly
acknowledged that motivation plays a critical role in academic learning in general, and
in mastering an L2 in particular as emphasized by Dörnyei (2010). Consequently,
students need various ways of support from their teachers and instructors to enhance
their motivation and facilitate the difficulties of learning writing caused by the effects
of contrastive rhetoric.
In addition, according to the socio-cognitive approach of language learning and
acquisition as emphasized by Hymes (1997), lending a deaf ear and a blind eye to the
socio-cultural diverse needs of the students has drastic impacts on students’ learning
and academic achievement. Heath (1983) reached a similar conclusion in her
ethnographic study that emphasized that differences in language capabilities were
mostly based on complex cultural influences. Thus, it is essential to explore more
culturally relative spheres that go beyond the limited ethnocentric context of foreign
language learning imposed by current traditional teaching practices.
In this study, digital communication devices such as WhatsApp is employed as
a literacy device which necessitates a participatory act. This participatory act is
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described by Lave & Wenger (1991) as a “legitimate peripheral participation”, With
its varied applications, mobile technology provides the legitimate peripheral
participation and communication needed to construct the students’ learning
experience. Such collaborative and co-constructed learning experience were provided
by computer assisted language learning (CALL) and computer mediated
communication (CMC) devices. Kern (2006) emphasized the vividness of (CMC)
since it is "not a single, uniform genre of language use, but rather a constellation of
genres related to the particular social and cultural contexts of a given act of
communication", (p.197). He argued that CMC provided learners with the opportunity
for social interaction which is an essential ingredient of social cognitivism and
constructivism learning theories.
However, the degree of social interaction created by technological integration
is governed by the authenticity of such interaction which brings about the sense of
students’ social interaction which fosters effective communication. Tu and McIsaac
(2002) argued that the level of social presence depends upon the social context. Such
context is lacked in CALL since with the case of robotic education, it seems impossible
to make students' learning experience seem humane. Consequently, ubiquitous mobile
technology applications with their authentic social interactive experience can provide
more effective means once the proper model of technology integration is adopted.
Susanti & Tarmuji (2016) found evidence of the effectiveness of mobileassisted language learning (MALL) (1) to motivate high school students to learn
English, (2) to build rapport between students and teachers and (3) to develop students’
language skills. They argued that “while mobile technologies are mostly suitable for
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listening, speaking, and reading skills, it is also worthy to explore the optimization of
mobile technology especially for teaching and learning writing skills”, (p.26).
Susanti & Tarmuji (2016) called for more exploration to dig “the potentials of
using the most popular instant messenger (WhatsApp)”, (p.26). Since applications like
“WhatsApp” can be adapted to the students' socio-cultural learning experience and
effectively enhance their literacy development. It would be necessary to examine its
effectiveness. However, the way m-learning and WhatsApp are employed and adapted,
not only to meet the socio-cultural diversity of the students but also to enhance
students’ writing performance, motivation and intercultural competence, needs more
careful investigation. In this research study, the SAMR Model is used to examine the
selection of WhatsApp, as an initial step for integrating m-learning in teaching
students’ EFL writing. Hockly (2013) recommended adopting the SAMR Model to
evaluate English Language Teaching enhanced by m-Learning. Generally, Puentedura
(2013) suggested the SAMR model for evaluating m-learning activities; (SubstitutionAugmentation-Modification-Redefinition). This model with its four classifications
defines the level of efficacy of technology integration to bring about transformation in
students’ learning experience.

Figure 1: Puentedura’s (2009) SAMR model, a framework for evaluating mobile technology
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As illustrated in Figure 1, the lowest level is “Substitution” and refers to mere
replacement of traditional learning activities with activities performed through
technological applications without any functional improvement. The second level is
“Augmentation” which refers to the replacement of traditional learning activities with
similar activities performed through technological applications with some functional
improvements. The third level “Modification” signals the beginning of an acceptable
level of transforming the learners’ experience. “Modification” permits the flexibility
of the learning experience to be redesigned allowing a small degree of transformation.
Finally, “Redefinition” represents the highest level of transforming the students’
learning experience through integrating technology to create learning activities that are
not accessible through traditional means (Puentedura, 2013).
In this research study, WhatsApp was employed to transform the learning
experience provided by the process approach of teaching writing to be more
interactive, multimodal and more interesting. The application is able to provide a high
degree of student collaboration since most students can easily access other students’
contributions in the activity. Moreover, the instant feedback is provided by the
students’ peers and their teachers. In addition, the flexibility provided to redesign and
redefine the students’ activities are evident characteristics of the capability of the
application to transform the students’ learning experience. Last but not least, the
application provides teachers with instant valuable information about students while
participating in a writing activity where teachers can define who is writing and the
duration it took the student to write and when she/he last accessed the application to
participate in an activity (Rambe & Chipunza, 2013).
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While typing, WhatsApp provides students with instant guidance to choose
appropriate lexical items and their accurate morphological and syntactic form through
providing options with correct spelling while the student is writing only the initial
letters of his word. This helps students concentrate on the process of negotiating and
making meaning concentrating more on the content rather than the form and
consequently enhancing the students’ writing fluency and accuracy. Thus, with its
unique characteristics WhatsApp can provide an effective m-learning tool that can
never be accessed through traditional ways of doing writing activities (Rambe &
Chipunza, 2013).
1.3 The Emirati Context
National Bureau of Statistics (2019) showed that 88.5 % of the United Arab
Emirates (UAE) population is expatriates Demographic statistics released by the UAE
showed that 88.5 % of the United Arab Emirates (UAE) population is expatriates and
immigrants from other countries. This emphasizes the multicultural nature of the UAE
and its educational need to lay special emphasis on culturally responsive pedagogy to
bring about intercultural competent citizens who are able to contribute to the UAE
development and its globalized context. Since curriculum and instructions have to be
culturally relevant, an emphasis on promoting intercultural sensitivity and intercultural
competence should be embedded in students’ learning experience. Moreover, due to
the digitally oriented nature of the UAE students, technology integration in education
has become an indispensable component of their learning. According to, the Global
Media Insight, GMI (2018) there are about 9.25 million WhatsApp users out of the
total population of the UAE estimated to be 9.5 million.
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The strategic map of the Abu Dhabi Education Council (ADEC) emphasized
proving high quality education stressing student-centeredness, (see Appendix A). A
lot of highly qualified foreign teachers were recruited. Those teachers had different
cultural backgrounds and there were a lot of “Cultural conflicts that are ongoing and
unresolved – especially those in the EFL classroom, where the English language is
sometimes the source of cultural barriers – can create a culturally hostile or insensitive
environment that is not conducive to learning (Palmer, 2015, p. 78). For example,
specific intercultural problems were reported such as ideas about Western dominance
over educational practices in an online website dedicated to assist teaching English by
a US teacher, (see Appendix B). Such cultural conflicts and problems may hinder
students’ intercultural development. (Richards, 2008, p. 2).
In addition, according to National Bureau of Statistics (2019) the majority of
students in the UAE are non-local students who are mostly expatriates and who also
specific learning problems. In a post-critical ethnography written about three
expatriate students, Elkhayat & Abuhattab (2014) explored three Iraqi students’ EFL
writing experience in the UAE over two consecutive years. In this ethnographic study,
it was evident that the students suffered from social and cultural issues that hindered
their effective learning and consequently their English writing ability because of their
inability to achieve their social presence. Elkhayat & Abuhattab (2014) found that their
cultural and social presence was, in fact, worse than the feelings of immigrants' "inbetweeness" described by Sarroub (2002) because they will never be able to resolve
such feelings by attempting to achieve integration in the society as immigrants do.
Even if they return to their home countries, they also feel that they are culturally
alienated and socially disintegrated. CMC was spotted to be a resort for those
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expatriates providing the “legitimate peripheral participation” described by Lave &
Wenger (1991).
1.4 Problem Statement
Writing in English is an indispensable skill to pursue higher education in the
United Arab Emirates (UAE) since most academic institutions in the UAE use English
as a medium of instruction. Although the Abu Dhabi Department of Education and
Knowledge (ADEK), formerly known as Abu Dhabi Education Council (ADEC), is
committed to promoting literacy as emphasized by its online annual public school
report (ADEC 2013), data analysis of the External Measure of Student Achievement
(EMSA) shows that students’ scores in both EMSA Writing and EMSA Reading Tests
were below the standardized norms of learners of English as a second language,
(Pearson EMSA Report, 2013).
In addition, Muraish (2009) highlights the dissatisfaction of the educational
outcomes of students in the United Arab Emirates (UAE), particularly their poor
writing performance. Moreover, Sarsar (2008) emphasized such poor writing
performance through a detailed study that examined various writing samples, teachers'
questionnaires and interviews. Furthermore, recent online reports issued on UAE
students’ score on IELTS, emphasized that the mean score of students in writing is the
lowest compared to the overall mean score of the test and mean score of listening and
speaking as well (Online IELTS Reports, 2012). Similarly, recent reports highlighted
issues with insufficient writing skills constituting a particular problem, (Online IELTS
Reports, 2016).
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Stemming from the researcher’s 20-year experience in teaching English in the
UAE, obsessions with students’ poor performance in writing necessitated more
investigation and research. Although the qualitative exploration study provided a
useful insight to make use of digital communication to enhance writing skills,
quantitative research on technology integration in UAE writing classes are rare. Rambe
& Chipunza (2013) argued that empirical evidence on meaningful academic
appropriation of cell phones remains disappointingly low. Finally, although few
studies tackled the relationship between gender and achievement or gender and
motivation through MALL, no single study tackled the effects of interaction between
gender and MALL on achievement or motivation.
1.5 Purpose of the Study
This study aims at investigating the effect of MML and specifically WhatsApp
as a technologically integrated device to enhance the writing performance of 10th
graders students in the emirate of Abu Dhabi in the UAE. In addition, an attempt is
made to investigate the tool’s effects on students’ motivation and intercultural
competence. Moreover, an investigation of the effect of interaction between gender
and MML on EFL writing, motivation and intercultural competence is made.
In fact, this research study is meant to investigate the efficacy of employing
WhatsApp as a ubiquitous means of MML not only on students’ writing and
motivation but also on their intercultural competency. In this study, an in-depth
analysis of a retrospective questionnaire is conducted to see how far students can be
active learners and producers of their cultures and not passive recipients and
consumers of it.
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1.6 Research Questions
To achieve the research objective, four main questions are tackled in this
study;
1- Are there any statistically significant differences in EFL writing achievement
between tenth grade students who were taught by WhatsApp as an MML
device and those who were taught by traditional means?
2- Are there any statistically significant differences in intercultural competence
between tenth grade students who were taught by WhatsApp as an MML
device and those who were taught by traditional means?
3- Are there any statistically significant differences in intercultural competence
between tenth grade students who were taught by WhatsApp as an MML
device and those who were taught by traditional means?
4- What is the effect of interaction, if any, between students’ gender and the use
of MML device in teaching writing on writing achievement, writing motivation
and intercultural competence?
1.7 Significance of the Research
This study hopes to contribute to different stakeholders including students,
teachers, researchers and decision makers in the field of literacy in general and writing
in particular.
In EFL and ESL classrooms, teachers are interested in developing the four
skills of listening, speaking, reading and writing. Although writing is at the end of this
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most common used order, it is not the least important skill. Writing as a skill is as
important as any other skill if not more important for many. Through such a productive
skill, critical thinking and creativity can be clearly demonstrated. It is a skill which is
given emphasis especially during the high school stage as it is an essential requirement
for both graduation from high school as well as admission to the university, (Mandal,
2009). Thus, it is beneficial for teachers and educators to come to grips with effective
teaching strategies that enhance the writing skill of their students and their future
academic achievement. Gee (1986) argued that language and learning should not be
cast as an intrapersonal cognitive phenomenon but rather as a set of interpersonal,
socially constructed, situated practices. Attention to the social context of writing
yielded a new approach to understanding L2 composition. Thus, the relationship
between language and culture is inseparable as emphasized by Gee (1991). It is
important to examine integrating new technological means, such as ML, to assess its
impact on literacy development, motivation and intercultural competence. Today,
literacy is capitalizing on powerful multimodal perspectives with vast capabilities and
opportunities to bring about students who can be equipped with deeper understanding
of the social, cultural differences and sensitivity and avoid the traps of fanaticism,
(Gee, 2000).
The research study gives an easy to follow guide of the steps required to
integrating technology into their teaching. It included a complete thematic unit to teach
writing following the process-based approach. This unit is meant to enhance
multimodal literacy and develop students’ cultural sensitivity. Finally, the study
tackles the effect of ML on motivation. Since motivation is part and parcel of education
and specifically language education, as Dornyei (1995) asserted to be “one of the main
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determinants of second/foreign language (L2) learning achievement” (p.273), the
study is considered to be one of the typical cases to assess the motivating effects of
ML in the UAE context.
This research study may contribute to the knowledge that is needed for some
schools and educational zone administrators in their planning to effectively integrate
digital technology in instruction.
1.8 Limitations of the Study
This study has some limitations. First, this study was conducted on participants
from only one of the seven emirates. The study was also confined to public secondary
schools only. In addition, the sample chosen for the study is selected from (Grade 10)
students from seven schools in three cities in Abu Dhabi, UAE. Thus, the results
cannot necessarily be generalized to include other students in other cities or other
emirates or other grades. In addition, the results of the study cannot be used for private
schools either. Moreover, the effect of the writing pretest on the posttest results can
never be fully avoided through statistical manipulation. Finally, the impossibility to
fully guarantee control over the non-experimental group could also affect the results.
Also, the study was implemented in the year 2017. In short, the study is limited only
to public schools in Abu Dhabi, UAE and in one academic year.
1.9 Delimitations of the Study
Concerning delimitations, one of the interesting things about studies directed
towards empowering people with their critical reflections, as Kincheloe and McLaren
(2005) argue, is that it seeks to emancipate people from the restrictions they find
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themselves in. The attempt made here in this context can inform the field of education
about ways to understand more about the hegemonic structures that govern lives of
students with diverse social and cultural contexts. In addition, the ML experience
practiced through WhatsApp can be adopted to enhance the EFL writing in any context
and some of the perceptions expressed can guide the investigation of similar contexts.
1.10 Operational Definitions
Multimodal Literacy is the meaning making that occurs at different levels
through the reading, viewing, understanding, responding to, producing and interacting
with multimodal texts and multimodal communication (Kress & Jewitt, 2003).
WhatsApp is a free messenger application that works across multiple platforms
(iPhone, Android, Blackberry, and Windows Phone) (Fogg, 2010). In this study,
special emphasis is given to the use of WhatsApp facilities, audio, visual, video, emjoi
to enhance multimodal literacy.
Intercultural Competence is a socio-cultural human capacity to understand and
interact more effectively with people different from themselves. Intercultural
competent people have three things in common: First, they are able to manage the
psychological stress that accompanies most intercultural interactions. Second, they are
able to communicate effectively across cultures —verbally and nonverbally. Third,
they are able to develop and maintain new and essential interpersonal relationships
(Cushner, McClelland & Safford, 2012).
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1.11 Identification of Variables
In this quasi-experimental study, the main independent variable in the four
research questions, is the medium or the device of teaching writing. It has two levels:
(1) MML (the use of WhatsApp) (2) Traditional Paper-based materials. The dependent
variable in the first research question is writing achievement. As for the second
question, the dependent variable is writing motivation. Concerning the third question,
the dependent variable is intercultural competence. Finally, the fourth question tackles
the interaction between gender and the device or means of teaching writing (MML vs
paper-based) and its effect on EFL writing, motivation and intercultural competence.
1.12 Organization of the Study
An introduction of the study is presented in chapter one highlighting the
background of the study, the UAE context, the statement of the problem, the purpose
of the study, research questions, the significance of the study, its limitations, its
delimitations, operational definitions and its variables. The following chapter, chapter
two, is meant to tackle the theoretical framework of the study shedding more light on
the socio-cultural approach to literacy, historical background of the main approaches
to teach writing, implications of the process writing approach, the role of ML in the
steps of teaching and learning writing and the differences between L1 and L2 writing,
and finally contrastive rhetoric, writing motivation and intercultural sensitivity and a
review of the related studies that tackle the effects of MML on literacy. The previous
literature review is followed by a detailed demonstration of the methods of the research
study in the third chapter. In this chapter, an explanation of the process of data
collection and analysis. In addition, a description of the quasi-experimental design,
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participants, sampling procedures and validity and reliability of the research
instruments used in the study is provided. Moreover, a detailed demonstration of the
results of the study is illustrated in the fourth chapter. Finally, the last chapter, chapter
five, provides a conclusion to this research study investigating the results of the study
in relation to previous literature on the effects of ML on literacy and providing the
relevant suggestions and recommendations for literacy practices.
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Chapter 2: Literature Review
2.1 Introduction
The main objective of this chapter is to review the literature that deals with
educational and theoretical issues related to the topic and the major themes of this
research study. This review of literature includes the theoretical background,
framework and research effort that present this study’s variables from different
perspectives in order to reflect the entire picture. This chapter is meant to present the
literature review pertinent to this study which comprises of a theoretical framework,
learning theories, and related studies associated with literacy, Mobile Learning,
motivation and intercultural competence. First, two main traditional cognitive learning
theories closely associated with technology as a means of mediated communication
are introduced emphasizing the effects of social factors as related to mobile learning,
motivation and intercultural competence. This orientation towards literacy practices
highlights the sociocultural approach of language learning as a collaborative
experience and effectively constructed through means of ML. Second, approaches to
writing instructions and learning are also reviewed with special emphasis on the
process of writing and the differences between L1 and L2 writing practices. Such
comparative perspectives highlight the role of intercultural sensitivity as an important
component in literacy and contrastive rhetoric.
2.2 Theoretical Framework
It is very important to examine the theories and models that are relevant to the
process of instruction, learning and technology integration to have a better
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reconceptualization of this study a theoretical framework which highlight the
sociocultural theories of learning. There are various theoretical frameworks associated
with technology integration in teaching English such as literacy, digital literacies and
Mobile-Assisted Language Learning (MALL) that tackle learning and teaching
through using technology from different perspectives. In fact, such theoretical
frameworks are closely associated and integrated. Reviewing theoretical framework is
crucially important to provide a comprehensive overview of literacy and the role of
Mobile Technology and its relation to writing motivation. Moreover, they provide a
deeper insight to writing approaches suitable for L2 learners and the effect of
intercultural competence on their processing of writing.
2.2.1 Learning Theories
There are two cognitive theories that are directly associated with ML as a form
of cooperative learning, the developmental and the elaboration theories (Slavin, 1995).
The developmental theories presume that interaction among students around
appropriate tasks increases students’ mastery of critical concepts (Damon, 1984).
When students interact with one another, they need to explain and discuss each other's
perspectives, which lead to more retention and greater understanding of learning
targets. Also, students’ effort to resolve potential conflicts within the classroom
cooperative activities develop higher levels of understanding (Slavin, 1990). In
addition, from the developmental theorists' point of view, students will learn from one
another because in their discussions of the content, cognitive arguments will appear,
inadequate reasoning will be shown, and higher quality understanding will arise
(Cohen, 1994).
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The second theory is the elaboration theory which also proposes that one of the
most effective means of learning is when students explain the material or the subject
matter to someone else. Thus, CMC can be helpful in improving elaborative thinking,
moreover according to Johnson, Johnson, & Holubec, (1986), the frequency of giving
and receiving explanations increases the depth of understanding, the quality of
reasoning, and the accuracy of long term retention. Thus, interaction brought about by
CMC learning context should lead to the improvement of students’ learning and
retention from both the developmental and cognitive theoretical perspectives. Students
perceive that their success or failure depends on working together as a team, Johnson,
Johnson, & Holubec (1986).
In addition, research in cognitive psychology has suggested that if information
is to be retained in long term memory, the learners need to engage in some sort of
cognitive restructuring or elaboration of the material with the process of relating it to
information already found in their memory (Dansereau, 1985).
2.2.2 Sociocultural Theory and Second Language Acquisition
Several cognitive theorists have suggested that social construction of learning
can be an important element of cognitive apprenticeship (Brown & Campione, 1986).
This type of apprenticeship involves initial instruction and models, coaching,
scaffolding which includes prompt and support and finally fading. In cognitive
apprenticeship, students gradually take more responsibilities as the cognitive support
is decreased (Brown & Campione 1986). Contrary to the overwhelming emphasis on
the traditional cognitive and psychological approaches of literacy that include little
reference to socio-cultural aspects, new trends emphasized by ethnographic studies
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such as Barton & Hamilton (1998) who highlight the social approaches of literacy. As
Wagner (2004) emphasizes, there exists a variety of literacy practices as well as
literacy events that are crucial in understanding the inputs made into promoting literacy
and the outcomes of literacy programs and activities. The same idea is stressed in the
introduction of Barton & Hamilton (1998) who argue that literacy is essentially social
situated in the interaction between people.
Similarly, Collins & Bolt (2003) stated that literacy is not just an independent
skill for comprehending texts, measured by merely cognitive and linguistic structures,
but ''inseparable from values, senses of self, and forms of regulation and power''
(Collins & Bolt, 2003, p. xviii).
Previous research tried to establish a closer and more evident association
between interaction and degrees of development. Some of the studies that concentrated
on this field are Donato (1994), Ohta (1997), and Swain (2005). They have mainly
studied the collaborative communication of second language learners and emphasized
the importance of entire collaborative mediation when the learners co-construct in a
correct way structural forms of the second language. In the three previous studies, later
production ensured that the learners had learned the new structures of the target
language. It is important to mention that in each of these three studies, although the
tasks that include dialogues may not have been directly related to the topic of linguistic
structure, the negotiation itself was emphasized upon metalinguistic speech about the
structure of the language.
First, Donato (1994) investigates three main topics: private speech, mediation,
and learning depending on scaffolding in the zone of proximal development. As one
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of the constituents of a preliminary graduate course on socio-cultural theory, Donato
presented to his learners the theory through having them fulfill a sequence of short
research projects in the classroom. Some of these projects are discussed and mentioned
in the chapter. The first focusses on the emerging private speech during grammar
teaching in a class of learning English as a second language. Donato (1994) stresses
that it is important for teachers to realize the fact that learners are often in need for a
chance to act as a go-between to absorb their own learning privately. Also, learners
have the tendency to construct their own requests for support during their course of
their personal dialogue. Since their dialogues are not completely social, the instructor
may not completely appreciate them.
Also, Donato (1994) provides a reflection on teacher growth and his practice
in the classroom. Donato's explanations that he got from five of his graduate learners'
research projects suggest ways for perceiving the propositions of the socio-cultural
theory in language classrooms and represent a good preparatory resource for
specialists planning and instructing classes on sociocultural approaches to 2nd
Language classroom research.
Donato (1994) and Ohta (1997) provided a good continuation to the theme of
scaffolding and learning in the zone of proximal development which was previously
discussed. Donato (1994), offers a detailed examination of two undergraduate learners
of a Japanese college who collaborate to build their zone of proximal development that
allow them to have a scaffold for their performance when they fulfill a translation task.
When examining a movie of their interaction, Ohta (1997) shows how each learner
either poses questions or offers help. The offers can be seen as appeals for assistance.
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Such offers can be arranged skillfully within some indicators such as vowel
lengthening and some alteration in intonation. It is also significant to note that the
support offered is a reaction to those who ask for help employing their ability to
manipulate the language needed to fulfill a particular task. She also shows incidents of
grammatical learning that learners grasp because of their communication, these
incidents are emphasized by modifications from correction of the teacher, other learner
or self-correction. The learners gain growing independence in the manipulating a
complex sentence structure during activities that gradually develop from concentration
on the form to concentration on meaning.
Ohta (1997)

noticed that the processes of learning for college who, in her

study, learn Japanese. She emphasized the processes by which individual learners
perceive communication in the classroom as a means of thought. When examining
private dialogue, Ohta (1997) illustrated that the learners are actively developing
learning even when teacher's interactional focus is not directed towards this context.
Through the repetition of speech acquired during verbal interaction between the
teacher and the learners, learners are able to construct their own learning schemes or
chances. Such schemes are as important to the development of learners’ language and
are as helpful as the teacher centered schemes are.
Moreover, Ohta (1997) investigated the way the target language develops in
these two different situations. The first one is when they have instructions from the
teacher and the other when peer work interaction is employed. In pair-activities,
learners were much more concentrating on their manipulation of a range of learning
techniques such as correcting peers, repeating utterances, or clarifying appeals. This is
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done to elevate language ability. In addition, the learners were noticed when they take
turns and experiment new expressions in a flexible way when they build their
"scaffold".
Swain (2005) examines interaction or mediation from the perspective of joint
dialogue as an essential way of mediated learning. This study shows how young
learners, with the aid of collaborative conversation, are able to arrange and mediate
their own learning without the interference of the professional instructor. Therefore,
she tries to prove that through their dialogic communication, the learners do not try to
negotiate meaning; rather they negotiate learning. The ESL study expands to language
learning. Particularly, the study Swain (2005) documents demonstrates that explicit
joint articulation of metacognitive strategies such as predicting, planning, and
monitoring can be a more successful resources of negotiating learning than just
teaching in learning tactics alone.
Swain (2005) in an extension of research on production looks at the function
of collaborative dialogue. By means of data from numerous studies, she demonstrates
how learners make use of talk about language complexity to mediate language
learning, center their attention on linguistic crises, and investigate probable answers.
After scanning and skimming the three chapters, it is clear that the three researchers,
Donato, Ohta, and Swain, have presented research reports that send the sociocultural
convention to the wider field of second language acquisition (SLA) and offer particular
examples of questions and methodologies that surface from the sociocultural agenda.
Sociocultural theory spreads out the kinds of analysis addressed by the field of SLA
research by proposing an involvement image of language learning as a choice to, or an
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extension of, the more well - known input-output picture. Although the chapters are
intended principally for researchers, they also investigate ways that sociocultural
theory and research can enlighten language instruction.
Finally, Donato (1994), Ohta (1997) and Swain (2005) have added great
advancements to the SLA research field, and thanks to the wide range and high-quality
of their papers, they are successful. However, there was a lack of sufficient background
information to always explain the environment for the authors' arguments. However,
the three authors have presented a significant introduction to sociocultural theory for
the current and likewise the coming researchers, learners, teacher trainers, and
language teachers. We might be able to witness great studies to be conducted and
focused on the role of socio-culture in SLA in the near future.
2.2.3 Social Constructivist Theory, Cooperative Learning & Social Presence
Through cooperative learning settings, peers supply each other with
encouragement and assistance. They explain strategies to each other using their own
words, which help them in the mastery of complex cognitive activity (Woodward,
1995). Moreover, observing and practicing in cognitive tasks help the learners
internalize the cognitive functions they are trying to master (Vygotsky, 1978). Such
activities encourage the learners to reflect upon their knowledge so as to make
generalizations, which they can transmit, to their peers, Stevens, Slavin & Farnish
(1991)
According to social constructivism theory (Vygotsky, 1978), students have a
zone of proximal development (ZPD), which is the distance between the level of actual
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and potential performance. CMC which constitute an online discussion group is one
of the places in which students may be supported by peers and realizes their ZPD's
cognitive potential and social presence, Tu & McIsaac (2002).
Another possible explanation for the correlation between social presence and
perceived learning focuses on the established immediacy between participants in
online discussion Garrison, Anderson & Archer (2000)

perceived learning or

"cognitive presence" as defined by Garrison, Anderson & Archer (2000) refer to the
opportunity for interactive discussion, as skills development, as estimated quality of
peer's comments, and as estimated quality of learning from online discussion, Wu,
Bieber, Han, and Hiltz, (2004). Thus, social presence is important for perceived
learning. Literature on social presence learning context has two main domains;
presence and social presence perceptions of others, Garrison, Anderson & Archer.
(2000). Thus, there are two conceptualizations; one focused on the social presence
perception of individuals and the second focuses on group identification. Short,
Williams & Christie (1976), based on research on computerized environments, show
how "social presence" is seen in two models: "Community of inquiry" of distance
learning and group identity model effect "de-individuation". In 1976, Short, Williams
& Christie devised social presence theory to explain how different media provide users
with different forms of interaction. Social presence is defined as ‘‘the degree to which
we as individuals perceive another as a real person and any interaction between the
two of us as a relationship”, (Lodi-Smith & Robert, 2007, p. 72). In addition, social
presence theory basically suggests that different media formats provide people with
differing forms of interactions as a result of available nonverbal communication in a
particular medium.
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Social interaction, for Vygotsky (1978), is crucial to the development of
cognition. "Every function in the child's cultural development appears twice: first, on
the social level, and later, on the individual level; first between people (interpsychological) and then inside the child (intra-psychological). This applies equally to
voluntary attention, to logical memory, and to the formation of concepts. All the higher
functions originate as actual relationships between individuals" (p.57). He sees an
important distinction between what he calls elementary and higher functions.
Elementary functions are natural and therefore, not the result of learning, which is the
socio-cultural activity. These elementary functions become transformed into higher
mental functions through learning largely through the influence of culture. Here,
Vygotsky intimates that through culture, language becomes a reality and in the social
processes which bring about the learning of language through development of signs
that in the end make thought and therefore learning possible.
Vygotsky (1978) believed that this life-long process of development was
dependent on social interaction, and that social learning actually leads to cognitive
development. An important concept in this theory is the 'Zone of Proximal
Development,' which Vygotsky (1978) describes as "the distance between the actual
development level as determined by independent problem solving and the level of
potential development as determined through problem solving under adult guidance or
in collaboration with more capable peers" (p. 86). In other words, a student can
perform some tasks under adult guidance or with peer collaboration that cannot be
achieved alone. Zone of Proximal Development bridges that gap between what is
known and what can be known. Vygotsky (1978) claimed that learning occurs in this
zone. Vygotsky focused on the connections between people and the cultural context in
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which they act and interact in shared experiences (Crawford, 1996). According to
Vygotsky (1978), humans use tools that develop from a culture, such as speech and
writing, to mediate their social environments. Initially, children develop these tools
solely to serve social functions--for instance, as ways to communicate needs. Vygotsky
(1978) believed that the internalization of these tools leads to higher thinking skills.
Basically, Vygotsky (1978) believed that thought and language could not exist
without each other. Vygotsky (1978) advocated teaching methods based on
"constructivism" that is where the students learn by doing and construct new
knowledge through active learning. He believed that cognitive development consists
of a constant effort to adapt to the environment. Vygotsky' s theory of Zonal Proximity
influenced Bruner' s scaffolding theory and together they believed in the importance
of language, culture and social activities in human cognitive development.
Similarly, Bruner (1990) relies on the environment and experiential factors to
explain this same growth. Bruner suggests that intellectual ability developed through
how the mind is used in the social context. Meaning making is at the heart of human
communication, independent of the context, face to face or CMC. The way in which
people make sense of their world and thereby learning, is affected by the culture into
which they are born and socialized. Bruner (1966) observes, "Culture, then, through
itself man-made, both forms and makes possible the workings of a distinctly human
mind. In this view, learning and thinking are always situated in a cultural setting and
always dependent upon the utilization of cultural resources", (Bruner, 1966, p. 4).
In short, social constructivists see learners as developing and growing over
time through interactions with their environments. This view holds that all learning is
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social, and that authentic learning cannot be separated from the learner's background,
culture and family belief system, experiences, and attitudes. Vygotsky (1978) believes
that learning occurs in social context. Robyler & Edwards (2000) argue that social
interaction is important to acquire knowledge. This acquired knowledge becomes
individual knowledge which becomes more complex. In the constructivist view, the
emphasis is on the students 'constructing' their own sense of the world, having their
own perspectives on issues and creating and knowing their own identities as learners.
Students, therefore, learn in accordance to their own potential, building knowledge
through collaboration and social activities.
2.2.4 The Role of ML Use to Enhance Second Language Writing
The use of WhatsApp as an example of can build learning communities where
students are asked to cooperate together in culturally diverse heterogeneous groups.
Each group has the same topic and enrolls in discussions that are designed in such a
way that goes in harmony with Vygotsky's (1978) theory of the Zone of Proximal
Development which can bridge the gap between what is known and what can be
known. In fact, language acquisition can only be effective through such social and
cultural interactions. Donato (1994), Ohta (1997), and Swain (2000) have investigated
collaborative communication of 2nd language learners and emphasized the importance
of entire collaborative mediation when the learners co-construct in a correct way
structural forms of the 2nd language. Consequently, writing learning experiences are
designed after such interactions and group editing exercises are made to foster students'
interactions.
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The class participation in WhatsApp resembles in a lot of ways the classroom,
where everyone has a distinctive voice but there is a mutual feeling of belonging to the
group. Vygotsky (1978) stressed that collaborative learning either between the
students and the teacher or among students, is crucial for assisting each student to
advance through his/her zone of proximal development (ZPD).
The distance between the actual developmental level as determined by
independent problem solving and the level of potential development as determined
through problem solving under adult guidance, or in collaboration with more capable
peers (Vygotsky, 1978, p. 86). The nature ML allows students to traverse their ZPD.
The teacher facilitates the process and guides students to collaborate to make
connections between new ideas and prior knowledge. Students interact as readers and
writers in their learner space where the teacher scaffolds the process in which the
language is a tool for learning not only a means to an end. It is in these features of the
ML as a collaborative and interactive tool for constructing knowledge.
2.3 Mobile Assisted Language Learning (MALL)
It is broadly acknowledged that motivation plays a critical role in academic
learning in general, and it is particularly true of the “sustained process of mastering an
L2” (Dörnyei, 2005, p. 616). It also refers to “the reasons underlying behavior” (Guay
et al., 2010, p. 712). Thus, it is broadly defined by Broussard & Garrison (2004) as
“The attribute that moves us to do or not to do something” (p. 106).
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2.3.1 MALL and Motivation
Evidence suggests that enhanced motivation promotes learning, performance,
enjoyment, and persistence. The research has specified that if an individual is highly
motivated to learn a different language, has an open and accepting approach to new
cultural groups, has a positive appraisal of the learning situation, then this person might
be described as being interactively motivated to learn the language. It is also inferred
that this person is extremely successful in learning and using the language. Motivation
is classically divided into two main types; intrinsic and extrinsic.
Intrinsic motivation is defined as “the performance of behaviors that are
motivated by interest or enjoyment in the activity itself” (Bronstein, Ginsburg, &
Herrera 2005, p.559). In addition, motivated students devote “more attention to a task
for its own sake rather than as a means to an end” (Cooper & Bhattacherjee, 2006,
p.159). However, Dörnyei & Csizer (2002) discussed intrinsic motivation showing the
concept of " integrativeness" to be different, to some extent, from the intrinsic
motivation of integration into society.
Theorists have distinguished between two main types of motivation: intrinsic
motivation, which is based on an internal drive to purse tasks for the satisfaction it
provides and extrinsic motivation where the pursuit of tasks is accomplished for their
ends. Urdan (2003) argued that when both an extrinsic reward and intrinsic motivation
are present for the same task, the reason for engaging in the activity is usually
determined and the extrinsic reward may replace intrinsic motivation.
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After discussing the theoretical framework of the study, it is beneficial to shed
some light on the other themes that form the main variables of the study.
2.3.2 Gender Differences in Attitudes towards MALL
There are a lot of inconsistencies among results of the relationship between
gender and attitudes towards ICT and MALL integration in learning. Jorge, Gutiérrez,
García, Jorge & Díaz (2003) found that women make less use of technology, while
they use it for different reasons to men. On the other hand, Chung & Chang (2017)
found that female learners' motivation is significantly higher than that of male learners
in digital Game-based learning. On the contrary, Hilao & Wichadee (2017) found that
females are more involved than males in mobile phone learning reporting a number of
studies that showed more inconsistent results about gender differences concerning
MALL. Thus, research studies conducted on the interaction between gender and the
use of MALL, yielded different results. These differences can be mostly attributed to
the context of the study and other extraneous variables associated with participants and
the nature of treatment or even the design of the study itself.
2.4 Second Language Writing
Writing is a skill which is given emphasis in second language learning because
the learners need to master it to meet their secondary school graduation requirements,
Panofsky et al (2005). Through writing lessons, students learn different genres of
writing like descriptive, expository, recount and narrative. These genres are included
in the prescribed syllabus provided to the schools, Becket, Gonzales & Schwartz
(2004). Consequently; EFL students need support more support to facilitate their
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learning. Writing is complex process that has a specific nature as it consists of three
main cognitive processes or strategies, Chien, (2008). These processes are planning,
translating and reviewing. However, planning has three main parts generating ideas,
organizing, and finally goal setting. Moreover, translating is the act of composing the
writing piece. It takes place when the writer changes their ideas into the form of visual
letters and words. The third strategy which is reviewing includes reading and editing.
To facilitate such a complex process, in second language writing classes,
students are engaged in classroom group activities which allow cooperation where they
construct on their experiences of writing and this then will help them ultimately
produce good quality writing. However, time constraint stands as an obstacle to allow
students this opportunity. Thus, ML can solve such problem through giving students
more time to construct their learning in a cooperative way.
ML provides a tangible opportunity to make the utmost use of digital and
Computer Mediated Communication (CMC) described as "any communication
patterns mediated through the computer" (Metz, 1992). In addition, Walther (1992)
emphasizes the ubiquitous nature of CMC. In order to participate in CMC, one must
have access to a computer and Internet connections, have at least a basic working
knowledge of computers and communication software, and either have or know where
to find the step-by-step process of engaging in interpersonal computer mediated
communication (Lane ,1994).
Additionally, to communicate in a CMC context, one must learn the language
and social rules of' cyber-culture,' or online interaction. Computer users must learn a
whole new and distinct set of conventions which apply to virtual (online) texts as
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compared with printed texts, screens rather than pages, and file directories rather than
tables of contents, (Selfe, 1988). In fact, this becomes a new form of language and
language use. Language is a social construct, and its face-to-face use involves factors
associated with both verbal and nonverbal cues. Some researchers agree with Walther
(1993) that the "lack of nonverbal cues in CMC has caused several researchers to
suggest that social cognitive processes may differ between CMC and face-to-face (FtF)
interaction" (p. 38). Other researchers, such as Rice & Love (1987) have stated the
same position in more global terms: "the one basic assumption about CMC is that
[users] transmit less of the natural richness and interaction of interpersonal
communication than [in] face to face interaction" (p. 78). They go on to explain that,
according to some researchers, "CMC, because of its lack of audio or video cues, will
be perceived as impersonal and lacking in sociability and normative reinforcement, so
there will be less socio-emotional context exchanged"(p. 78).
Others, however, seem to disagree, claiming that the very lack of face-to-face
contact may have an equalizing effect on participants. In one study, for instance, it was
found that "CMC helped users overcome relationship-initiation barriers rooted in sex
roles, shyness and appearance inhibitions" (Scharlott & Christ, 1995, p 1). Basically,
the idea is that the lack of nonverbal cues about physical appearance, authority, status,
and tum-taking allows users to participate more equally and more effectively in CMC
systems than in many face-to-face interactions. (Rice and Love, 1987; Jonassen, 1994;
Lane, 1994).
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2.4.1 Second Language Writing Approaches
To be effective teachers of writing, English as a second language (ESL)
composition professionals need an understanding of what is involved in second
language (L2) writing. We need coherent perspectives principles, models and tools
for thinking about second language writing in general and ESL composition in
particular (Silva, 1990). Farrell (2006) points out that one of the main problems with
product oriented approach is that it focuses on accuracy in grammar and structure
while overlooking the process of writing itself and if learners make mistakes, they do
not realize why they made them and, in many cases, they continue to make many of
the same mistakes again. On the other hand, the process-based approach, as Kim
(2006) argued, has a very restricted view of writing since it presumes that writing
proficiency takes place only with the support of the repeated exercise of the same
writing procedures. On the contrary, with the genre-based approach, it is asserted that
learning takes place through imitation and exploration of different kinds of models.
Although, Seow (2002) emphasized that the process approach is meant to
“construct process-oriented writing instruction that will affect performance”, (p.316).
Ferris (2002) criticizes the process approach emphasizing that “though students may
be much better in invention, organization and revision, too many written products are
still riddled with grammatical and lexical inaccuracies. In addition, viewing writing
primarily if not entirely as an internal cognitive process led some early L2 writing
process theorists to the claim of writing competence as something universal largely
divorced from linguistic competence which was in return taken to imply that a L2
writing class should focus primarily on writing processes and strategies instead of
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language grammar and rhetoric. Hyland (2003) argued that “language and rhetorical
organizations tend to be things tacked on to the end of the process as ‘editing’ rather
than the central resources for constructing meanings”. Therefore, it is important to
modify process-writing in order to make for errors stemming from contrastive analysis
and pay more attention to other factors associated with the differences between L1 and
L2 writing and issues related to contrastive rhetoric as well.
2.4.2 Process Writing Approach
The ‘process writing approach’ is a cognitive activity, which “recognizes that
the main purpose of writing is to communicate and express meaning(s)” (Llach, 2011,
p. 43). Thus, the theories that look at writing as a ‘process’ emphasize its cognitive
and social nature and highlight the content orientation of the composing process to
express ideas (Silva, 1990). That is, we should emphasize the importance of knowing
how to compose (process) over simply knowing what to compose (product) (Blyler,
1987).
The history of ESL composition since about 1845- the beginning of the era of
second language teaching in the United States- can be viewed as a succession of
approaches or orientations to L2 writing that achieved dominance for sometimes
before fading. “The ‘process’ approach was first coined by Don Murray in his
groundbreaking article ‘Teach Writing as a Process not Product’ and has since become
a type of rallying cry for the writing classroom” (Wirtz, 2012, p. 5). Over the past two
decades, there has been a significant shift from a focus only on the products of writing
to studying the processes associated with how writers write (Sundem, 2007). Hedge
(1988, p. foreword) also states that teaching the mother tongue in both the UK and

37
USA has been moving towards a ‘process approach’ to writing. She further discusses
that this approach “starts from an examination of what good writers actually do as they
write.” Hedge (2000) also believes that writing as a process is looked at as thinking
or discovery. It includes strategies to manage the composing process. This process
comprises a number of activities: setting goals, generating ideas, organization of ideas,
selecting appropriate language, making a draft, reading and reviewing it, then revising
and editing it. Sundem (2007) adds publishing as an important phase. In this sense,
writing is “a complex process which is neither easy nor spontaneous” for our ESOL
writers (Hedge, 2000, p. 302).
Moreover, Flower and Hayes in (Bayat, 2014), point out that there are four
main principles that make up the ‘process writing approach’. First, the act of writing
is a series of distinctive thinking processes.

Second, these processes are

interconnected. Third, the act of composing is a goal-directed thinking process guided
by the writer’s developing network of goals, and the fourth is that the process involves
producing sub-goals and changing main goals at times. Each writer implements these
four points to a certain extent within the writing process. In this way, the writing
process comprises some mechanics that writers use to create publishable products.
This process usually includes generating ideas, choosing and organizing the good
ideas, writing and revising their pieces, and formatting them for publication (Sundem,
2007).
Applying the process approach into the classroom context will provide a
positive, encouraging, and collaborative workshop environment within which
students, with ample time and minimal interference, can work through their composing

38
processes. However, although the process approach has been generally well and
widely received in ESL composition, it is not without its critics who perceived
theoretical and practical problems and omissions of the approach and have suggested
that the focus of ESL composition should be shifted from the writer to the reader (the
academic discourse community) (Silva, 1990). Therefore, the most effective teachers
emphasize both the product and process approaches in their classrooms and rely on a
balanced approach to writing instruction (Gansle & Noell, 2010). Consequently, our
writing process instruction should be flexible enough to meet the sensitive needs of
our learners. We should balance the product and process-oriented approaches by
encouraging our students to discover for themselves the mechanics of composing;
moving forward and backward until a writing piece is refined, shaped, and published.
The process that our students need differ, depending on the type of writing they
would like to do. For example, if they are writing a piece of narrative fiction, they
may need to list a sequence of events and create a character list in the pre-writing stage.
Moreover, the students with varying strengths and weaknesses may also need to use
different types of process. While the less able students usually struggle to draft a nearpublishable writing, the more advanced students scribble their ideas onto the page and
then disentangle their thoughts during the revision process (Sundem, 2007).
Similarly, Llach (2011) sees writing as a cognitive process consisting of several
phases that interact with each other. Believing in this, Hedge (2000) argues that if we
would like to improve our learners’ writing outcomes, we need to know a set of
complicated cognitive operations that lead to producing a piece of writing. A number
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of research methods (such as interviews, observation, etc.) were used to identify these
mental operations.
For example, a study made by Zamel, in (Hedge 2000), had found a number of
findings, which were supported in other studies: - During composing, writers
continuously returned to ‘planning’ as a thinking activity rather than a single phase.
There are no clear-cut edges between planning and revising when writers are engaged
in the composing process. Separating these operations may distort how these activities
work (Flower & Hayes, 2014).
- Each writer had his individual strategies for ‘getting into writing’. So, we
should make sure that they know the basic steps of the writing process, especially at
the beginning of the year (Sundem, 2007).
- The writing process was recursive and generative where writers reread their
work, assessing it, reacting and moving on. While the poorer writers seemed to focus
on rereading smaller chunks of discourse, the better ones sometimes reread whole
paragraphs. Hedge (2000), suggests that using a teaching approach, which supports
the linear sequence of planning, drafting, and revising, might be mistaken. Both the
general rexcursiveness of the process and individual strategies of learners should be
considered. He suggested iterative steps procedure as suggested by Hedge (2000).
1) e writers revised their work throughout the process and made a variety of changes;
2) - While the better learners paid attention to surface-level features at the end of the
process, the poorer ones did this throughout the process; 3) The writers did not pay a
lot of attention to linguistic problems. The better writers used a variety of strategies
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such as leaving a blank or writing down difficult words in their mother tongue in order
not to distract themselves while generating ideas. - After finishing developing the
ideas, the writers edited their work for surface-level features such as grammatical
accuracy, word choice, spelling, and punctuation.
Myles (2002) explains that writing well is not a naturally acquired skill.
Therefore, the writing skills, involving the ability to compose, should be learned or
culturally transmitted as a set of practices in formal instructional settings or other
environments.
The act of composing can create problems for students, especially for those
writing in a second language (L2) in academic contexts. Formulating new ideas can
be difficult for many students because it involves transforming or reworking
information.

While putting concepts together and solving problems, the writer

engages in a two-way interaction between continuously developing knowledge and
continuously developing text.
Jacobs and Zamel in (Krapels, 1990) pointed out that linguistic competence
does not affect composing competence among second language writers. Therefore,
they concluded that competence in the composing process was more important than
linguistic components in the ability to write proficiently in English. Raimes, in
(Hedge, 2000), also argues that poor composing competence has a greater influence
on poor writers than poor language competence. I agree with this perspective because,
from my personal experience as an IELTS instructor, I have found that there are some
linguistically advanced learners, who possess high language skills, yet they usually get
low writing bands in the test due to the poor composing competence.
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2.4.3 Similarities and Differences between L1 and L2 Writers
Zamel in (Krapels, 1990) found that the writing processes of her L2 subjects
were like those of the subjects described in L1 studies. In this way, our students’
L1 process-oriented writing instruction might be effective for teaching L2 writing.
However, unlike Jacobs, who found nothing to distinguish the academia writing of
her L1 and L2 subjects, Campbell found that L2 writers planned less and depended
more on the reading than the L1 writers.

However, generally speaking, the

composing processes of unskilled L2 writers are similar to those unskilled L2
writers. Likewise, the composing processes of skilled L2 writers are similar to those
of skilled L1 writers. Therefore, differences between L1 and L2

writers relate to

composing proficiency rather than to their first language (Krapels, 1990).
Although much has been learned about second language writing processes,
so much lies undiscovered. While early L2 studies pointed out similarities between
L1 and L2 composing, more recent studies have questioned these similarities and
have presented differences to be considered in future research. Moreover, Myles
(2002) argues that, compared to students writing in their native language (L1),
students writing in their L2 have to acquire proficiency in the use of the language
as well as writing strategies, techniques and skills. They need to do conscious effort
to become proficient writers in the second language to write close to error-free texts.
Although many ESL teachers support avoiding the use of L1 in L2 writing
instruction, Friedlander (1990) argues that the first language is more likely and
useful at certain stages of language development, especially with beginners. Using
Arabic is likely, in our context, when students write about topics related to the
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Arabic experience. ESL teachers would need to understand when L1 could most
advantageously be used. They would thus be able to help writers avoid situations
where being forced to operate entirely in English would constrain ESL text
production, such as when writers have to produce texts under time restrictions.
Thus, positive transfer of first-language-related content will help writers write more
effectively, write better texts containing more content, and create more effective
texts (Friedlander, 1990).
As explained earlier in this paper, Elbow (1998) argues that writing calls on
two different, conflicting mental processes: creating and criticizing. It is rare that
our students can do these two processes at once and produce powerful writing.
Therefore, separating these two skills will make them enhance each other pushing
away any interference. He suggests that learners should first write freely without
any criticism so that they generate as many new, interesting words and ideas as
possible. Later, the second step will be the thorough revision of what they have
written. He suggests some different ways to achieve real writing power.
Elbow (1998, p. 13) sees ‘free writing’ as “the easiest way to get words on
paper and the best all-around practice in writing.” During this warm up stage,
writers do free writing exercise without stopping for ten minutes. The quality of
writing produced during this stage is not the goal. The most important thing here is
the process of keeping writing. Thus, frequent, non-critical, practical ‘free writing’
exercises will help our students to get on with it without being worried whether the
words they produce are the right ones. This activity will save their time and effort
when they turn to the real writing task because they will not struggle so hard to find
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words. ‘Free writing’ also helps writers learn to write fast under pressure when they
have deadlines and when they do not feel like writing. It also helps them write
without thinking about writing as they usually do when they speak without thinking
about speech. That is, they will not be distracted from meaning by consideration of
spelling, grammar, rules, and errors. Besides, while it is usually so hard to start the
real writing when our students have some feelings such as depression, sadness, or
inconvenience, ‘free writing’ can help them by providing a quick, useful outlet for
these feelings. In addition, ‘free writing’ leads writers to topics, ideas, experiences,
feelings, or people that are just asking to be written about. Finally, although ‘free
writing’ may not produce powerful writing itself, it helps to achieve this goal.
2.5 Activities Characterizing the Writing Process
According to Hedge (2000), there has been substantial evidence to suggest that
writers are usually involved in some activities during the writing process such as
planning and revising.
2.5.1 Planning
The first step a good writer usually does is to focus on the overall meaning and
organization of a text and engage in planning activities. Hyland in (Herrera, 2013)
points out that in this stage, students activate their prior ideas and express new thoughts
through listing, ordering and sorting. This phase usually involves thinking about the
purpose of the writing (e.g. information text) which will, consequently, imply both the
organization and genre appropriate for the audience. For example, our grade 10
students are required to write an academic discussion essay on ‘the main features of
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the UAE culture’ at the end of the second-trimester external test. Therefore, they need
to be aware of the appropriate conventions of this writing style.
Hedge (2000), believes that the amount of time needed for planning would vary
according to the type of the writing task from quick mental plan to sometimes careful,
detailed beforehand notes.

Another important variable would be the individual

writer’s preferred style. Some writers who appear to have very little time for thinking
before starting writing may produce effective writing. They may, instead, prefer to
pause frequently throughout the writing process to reflect. In this sense, the initial
planning should be flexible enough to be visited episodically and critically evaluated
and adapted to suit the new emerging text. While writing, writers very frequently
arrive at destinations that were not expected in the original planning. So, episodic
planning is strongly recommended to be flexible enough to allow interplay between
writing and thinking.
2.5.2 Revising
Productive revision is an important stage of writing and, therefore, is worth
being given much time and effort if we want our readers to believe what we are saying,
to change their minds, and even their behavior. However, in some seminal studies,
Faigley and Witte, in (Hedge, 2000), concluded that expert writers revised in quite
different ways than the less able ones. Additionally, even those expert writers differed
among themselves when choosing their revising strategies. For instance, while some
made almost no revision, others converted their stream-of-consciousness text to an
organized essay in the second draft, others revised mostly by pruning. Elbow (1998)
suggests that our students need some practice and experience to attain the wisdom,
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judgment, and maturity required for the hard task of revision. They should learn to
produce enough writing without any revision to be able to throw away plenty of it.
After being able to put words down on paper in the first stage, our students will
naturally develop their critical consciousness that leads to good revising. Thus, they
will improve and develop the ability to detach themselves from their own words and
throw away what is bad or inappropriate. On the other hand, they will be able to choose
what is good and reshape them in a better way. These revising stages are not in linear
sequence but occur recursively, whenever considered necessary (Llach, 2011).
Elbow (1998) suggests the ‘quick revision’ of our raw writing as a clean-andpolish operation when we do not have enough time or the results do not matter too
much. This process is mainly built on emphasizing ‘cutting’ the unimportant bits to
produce a clean, clear, professional, final draft without wasting a lot of time meddling
with deeper problems of organization or reconceptualization. Perfection and precision
for their own sakes are false goals in academic inquiry and writing. However, we
should understand that this ‘cutting’ is not for the sake of perfection and precision. We
should cut and change only where we have decided that the meaning and structure of
our argument is going to be significantly improved (Taylor, 2009). This process
produces a draft for discussion that needs not be our best work or final thinking.
This simple, minimal process, which depends on the right spirit of pragmatic
detachment, needs breezy ruthlessness, not desperate ruthlessness. We need to stand
outside ourselves and think about the audience and the purpose of our piece of writing.
After that, we read all the raw writing and intuitively choose the good pieces.
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The next step then will be to figure out the main point that sums up everything
else. Nevertheless, if we could not find this main idea, we should move on and arrange
the bits in the best order searching for sequence and priorities. Then the following step
is to write out a clean-but-not-quite-final draft that starts with any of the points of the
body that comes to you easily and leave the beginning until a later stage when we know
precisely what we are introducing. We can, of course, use the good passages almost as
they are and add some transitional elements to connect them together.
Finding the single main point is especially likely to happen toward the end of
our piece as we are trying to sum things up or say why all this is important or makes
sense. The few words that we usually write in the last paragraph to say exactly what
we mean can be slightly adjusted to be used for the first paragraph. If we are not yet
able to find our main point, the last solution would be settling to the best idea we can
find in the writing and making it our main point. After that, we can organize what
goes with it and throw away everything else. In this way, we have a draft with a clear
statement of our main idea. Finally, we can write our introductory paragraph or
section. We should also make sure we have a satisfactory conclusion that sums up
everything we have said with the precision and complexity after the reader has read
and understood the details. After finishing this draft, we need to change from writerconsciousness to audience\reader-consciousness. We start reading through this draft
as readers. We can do this aloud to hear the things that are unclear, awkward, or
lacking in life.
The last step is to get rid of mistakes in grammar and usage. This means paying
attention to spelling, grammar, and usage while engaging in trying to write clear
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language. This stage is usually postponed to the very end to save time. Without this
correctness, readers may patronize our writing, take it less seriously, or hold back from
experiencing what we are saying.
Students should be taught the mechanics of revision. For example, when they
revise, they have a variety of choice, but it is better for them to mark on their draft and
then recopy it for eligibility. Thus, their peers or adults will easily read it. In addition,
students need to learn how to apply different techniques such as how to add and delete,
cut up their draft and paste it back together to change large-scale organization. These
skills will help them mark their work and eventually others’ work. Therefore, we
should teach them universal editing marks that can be understood by everyone
(Sundem, 2007).
How best to respond to student writing is part of the broader question of how
to create a context in which our students learn to write better or more easily. Writing
teachers and students alike agree that written responses can have a great effect on
student writing and attitude toward writing. What students get may be the final arbiter
of whether they will continue to write at all (Leki, 1990). The author points out that
although written comments are time consuming, they seem more feasible and more
thorough than conferences on every paper.
2.5.3 Feedback
‘Focused’ written corrective feedback (WCF) is correction that is provided for
specific error types (either predetermined by the teachers or based on individual
writers’ needs) rather than comprehensive ‘unfocused’ correction of all errors noticed
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by the teacher (Ferris, Liu, Sinha, & Senna, 2013). Sundem (2007) suggests that, at
first, students should be asked to focus on a very specific element such as ‘word
choice’, especially that our writing periods are not so long (45 minutes). In this way,
each student will gain a picture of exactly what makes a word better than another one.
After the demonstration, students can apply the same technique in their own writing.
Thus, students should be asked to revise only one writing trait at a time in the following
order: ideas, organization, word choice, voice, sentence fluency.
2.5.4 Direct Corrective Feedback in L2 Writing
Broad, vague corrective teacher feedback and decontextualized grammar
instruction may not adequately prepare some L2 students, especially those with less
linguistic competence, to write effectively. “Direct WCF ... occurs when the teacher
or researcher not only marks the error but also provides the correct form” (Ferris, Liu,
Sinha, & Senna, 2013, p. 307). Thus, we can give our students direct overt or explicit
feedback when we identify errors or provide the correct form. Although a lot of
students like to receive direct corrective feedback which helps them achieve greater
accuracy in text revisions, it will not help develop their writing skills in the long run
(Mhedhbi, 2012).
However, when primary focus is language acquisition, not writing
development, SLA researchers have argued that direct WCF is more useful because it
efficiently provides clear information about the specific targeted structures (Ferris,
Liu, Sinha, & Senna, 2013, p. 309).
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2.5.5 Indirect Feedback
A student writer participant in a case study conducted by Ferris, Liu, Sinha, &
Senna (2013) expressed her opinion about the feedback she preferred saying: “Circle
my errors, but don’t correct them for me.’’ She elaborated on this in her first interview:
‘‘Sometimes I want them to tell me what’s wrong with it, but sometimes I want to
figure it out on my own.’’ ‘‘Tell me what’s wrong with it but not correct it . . . unless
I really don’t know it, and then I gotta ask for help’’ (Ferris, Liu, Sinha, & Senna,
2013, p. 318).
Mhedhbi (2012) confirms this explaining that the ‘indirect feedback’ is more
beneficial to our students because teachers only indicate in some way that there is an
error without providing students with the correction. Then, students themselves work
on diagnosing and correcting it. This technique will lead to a greater cognitive
engagement and reflection on the linguistic forms, which, in turn, may promote
language acquisition and improve the accuracy of their writing.
Students should be given explicit comments that explain their errors and
provide some correction strategies that encourage them to respond to feedback
thoughtfully. Ferris, Liu, Sinha, & Senna, (2013) found that both previous quantitative
and qualitative research support the fact that focused feedback could be helpful to L2
student writers. They highlight the importance of considering some factors when
giving written corrective feedback (WCF). These may include the knowledge base of
each individual in our context, students’ written products, along with their own
testimony about what was useful to them, and providing students with post-WCF
revision and discussion sessions. They found that even focused, explicit feedback such
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as the WCF might fall short of meeting students’ needs if there are no opportunities
for follow-up discussion and clarification.
Ferris, Liu, Sinha, & Senna (2013) also found that explicit WCF might be more
helpful for L2 learners who have received a great deal of formal grammar instruction.
They may benefit from WCF that includes specific terms or rule reminders, as the
codes, corrections, or explanations may elicit their prior knowledge.
2.5.6 Factors Influencing Learners’ Ability to Benefit from WCF
There are some individual and contextual factors might influence learners’
ability to benefit from WCF (Ferris, Liu, Sinha, & Senna, 2013). Both students’
external constraints, such as busy schedules, and their internal characteristics,
including attitude and level of confidence, seemed to influence their ability to benefit
from feedback and instruction.
Ferris, Liu, Sinha, & Senna (2013) explained that, in most cases, teachers may
have minimal control over students’ individual qualities or the larger contextual factors
of placement, assessment, curriculum, and course design. However, it should be taken
into consideration that students are not passive recipients of teachers’ instructions, they
usually bring with them attitudes toward the course and opinions about themselves as
writers and language learners. These attitudes may influence the way they respond to
the course in general and feedback in particular. Attempts to explore new ways to
structure each individual writing task in a way that builds motivation and reduces
anxiety should be made. “While the extrinsic factors can push students forward toward
taking extra steps they need to succeed, excessive task anxiety can inhibit them from
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demonstrating what they know in the moment”, (Ferris, Liu, Sinha, & Senna, 2013, p.
324).
We can encourage our students by helping them see concrete evidence of
progress (such as a table that we call ‘data tracking sheet’ in which our students register
their progress throughout the year). However, we should not give students only
negative feedback that may lead to writing anxiety. This can lead to unsuccessful acts
of writing and, consequently, unsuccessful texts. To solve this problem, we should
conduct the evaluation as part of the writing process (Bayat, 2014).
2.5.7 Incorporating Revisions
A review of L1 writing research indicated that teacher feedback was most
effective if it was both focused and followed by subsequent student revision (Cohen
& Cavalcanti, 1990). After students get revision comments on their initial drafts, they
should make use of them and incorporate them to improve their writing. However,
students can choose not to use some suggestions as long as they can defend their
choices. We should ask them to justify their decision in writing. This will remove the
temptation to shirk revisions and will help them to be conscious of what could make
their writing better.
From my observation, I have noticed that if there is a grade on a corrected piece
of writing, many students will focus only on the grade. Many of them may not read
the annotations. Others often simply do not understand the meaning of the comments
on their papers. Furthermore, even when students decipher a comment, they often
have no idea how to respond to it.
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In a study of L2 writers, Cohen and Cavalcanti in (Leki, 1990) revealed that
students received the kind of written response they wanted from their English teachers.
Another survey of ESL students revealed that these students wanted to have every error
marked and mostly approved of written clues from the teacher to enable them to correct
their errors themselves (Leki, 1990).
In order to make teacher annotations more effective, we should consider the
ongoing dialogue between student and teacher. If these annotations failed to help
students improve their writing, it might well be that the problem is not the annotation
but the entire teaching environment. In this environment, student papers are evaluated
in an activity resembling literary criticism and then put aside, and new compositions
are begun in which presumably the students will be able to remember and draw upon
comments teachers made on previous papers (Leki, 1990).
It is obvious that writing teachers need effective and efficient ways to respond
to students’ writing. The research conducted by Cohen & Cavalcanti (1990), revealed
that if effective interactive feedback procedures are in operation, teachers will be able
to observe the effects of their feedback through improvements in their students’
writing, in their attitudes toward writing, and in their language acquisition in general.
In turn, students welcome the feedback because of the benefits that they receive from
it.
2.5.8 Proofreading/Editing
Editing is the process of getting the piece ready for the audience. Thus, we
should ensure accountability by requiring our students to submit evidence of their
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editing process as part of a writing assignment. This will reinforce the message that
editing is a necessary component to create a polished piece of writing (Beltran &
Decker, 2014).

However, the editing phase emphasizes not only the linguistic

correction but also the organization of ideas and the introduction of new ones (Llach,
2011).
These conventions are very important to get our writing taken seriously, but
they should not be most important aspects of writing. They are only ways or tools to
express thoughts and feelings, but they are not the expressions themselves. Students
should edit their work before any being done by a peer or adult, using the appropriate
editing marks. Students should also focus on checking only one area at a time (e.g.
spelling, tense ..., etc.)
Beltran & Decker (2014) suggest an editing strategy called ‘CAPS’ (C for
capitalization, A for agreement, P for punctuation, and S for spelling). Students read
their pieces at least four times, focusing on each convention individually. This will
help them identify more of their errors. Nevertheless, students can personalize the
acronym according to their most challenging writing areas. For example, ‘C’ may
stand for ‘commas’ rather than ‘capitalization’. After students finishing their spelling
and grammar revision, they can exchange papers with classmates or give them to an
adult to be revised again. Once the proofreading is done, the papers will be ready for
publishing (Sundem, 2007).
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2.6 Contrastive Rhetoric and Intercultural Competence
Hinkel (2002) pointed out that over the past several decades, studies in the
area of contrastive rhetoric, have examined discourse frameworks and paradigms as
they are manifested in rhetorical traditions other than Anglo-American and found that
they affect L2 writing and text in English.

In many investigations, discourse

construction in L2 writing has been compared to that found in texts in writers’ L1s or
comparable L2 genre. Research that sets out to establish similarities between written
discourse paradigms in the writers’ L1s and L2s proliferated in the area of contrastive
rhetoric, which became a flourishing domain of applied linguistics.
There are some studies compare specific discourse frameworks in the L2
writing of speakers of Arabic to rhetorical paradigms in classical Arabic. These studies
provided much insight into and understanding of how text is constructed and, thus,
how findings in contrastive rhetoric can inform the teaching of L2 writing. As Hinkel
(2002) explains, our students are expected to produce academic texts that are
congruent with Anglo-American rhetorical paradigms.

However, these students

produce the fundamental discourse paradigms that reflect their L1 (Arabic)
conventions of writing, and need to be taught the textual constructs accepted in writing
in English.
Ostler in (Hinkel, 2002) studied some essays of Arabic students and found that
the discourse structure employed by these L2 writers frequently adopted a global
approach to introducing to essay topics and began by stating broad and indisputable
generalizations. Ostler found such introductions of topics different from those in the
essays of Native speaker (NS) students and indicated that such generalizations did not
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occur in Native speakers’ texts. Furthermore, she found that the essays of the speakers
of Arabic contained a dramatically higher number of discourse divisions and moves,
and she explained that L2 essays contained a large number of ideas that were not as
fully developed, and a smaller number of ideas than were covered in NS essays. In
addition, she found that speakers of Arabic used a significantly higher number of
coordinating conjunctions, whereas the frequencies of subordinate clause use were
significantly lower. Ostler concluded that the prose style of Arabic-speaking students
writing in English was quantitatively different from that of English-speaking writers.
Swales in (Hinkel, 2002) also found that Lexico-grammatical features of
language in non-native speakers’ (NNS) essays also exhibited important differences
compared to those of NSs. For example, the uses of complex sentences, the passive
voice, pronouns, content words, and word length differed significantly in the text of
students who were speakers of Arabic. Generally, contrastive rhetoric research into
L2 student essays demonstrated definitively that the structure and language of
academic essays, discourse, and text require persistent and focused instruction, without
which non-native speakers of English may have difficulty attaining writing
competencies expected in the academic discourse communities.
2.6.1 The Arabic Rhetorical Tradition and Culture
It is crucial to take into consideration the students’ specific rhetorical tradition
associated with students’ mother tongue. Without such knowledge, contrastive
analysis to achieve the intercultural discourse is not accessible. Corbett (2003) argue
that in a non-native context, second language teachers, who usually focus on
developing the linguistic knowledge and skills, should not underrate the role of culture.
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Therefore, he suggests that an ‘intercultural approach’ to second language education
will help our learners deeply understand how the target language (English) is used to
achieve the explicit and implicit cultural goals of the foreign community. They are
also prompted to reflect on the ways in which their own language and community
function. In other words, our learners should be given the opportunity to appreciate
the similarities and differences between the Arabic Islamic culture and the cultures of
the countries where the English language is spoken. This will help them to develop a
more objective view of their own customs and ways of thinking.
According to Hinkel (2002) the Holy Koran, in the UAE, has a great influence
on the development of the foundations of the society, morality, government and legal
systems, and education. Moreover, rhetoric in the Arabic culture cannot be
underestimated, and it may not be possible to understand the guiding principles of
these sociocultural frameworks without understanding Koranic doctrines. The 114
chapters of the Koran not only serve as a model for writing, but also are often
considered the epitome of Arabic rhetoric to be emulated, memorized, and closely
followed (Hinkel, 2002). A great deal of prestige and stature is accorded to writing in
Classical Arabic, and other types of texts have a much reduced value and are often
considered to be simplistic and trivial. The ability to write in Classical Arabic is much
admired, and to become literate, students are required to attain at least some
proficiency in the classical language, instead of the daily uses of Arabic and its dialects
In addition, Ostler (as cited in Hinkel, 2002) found that, compared to the
discourse organization and the syntactic structures of essays written by NSs, the
rhetorical style of Classical Arabic has had a great deal of influence on the writing of
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ESL Arab students. In addition, she pointed out that the writing of these students
exhibits many discourse and text features not typically found in the writing of NSs,
such as the parallel development of main and dependent clauses, a high frequency of
coordinating conjunctions, and complex strings of adjective, verb, and prepositional
phrases. Kaplan’s study (as cited in Hyland, 2003) also revealed that Arabic speakers
produced texts based on a series of parallel coordinate clauses.
However, researchers of the Arabic rhetorical tradition make a distinction
between the discourse and rhetoric of the high style and other types of writing.
Sa’adeddin (as cited in Hinkel, 2002) pointed out that ‘aural’ and ‘visual’ odes of text
in Arabic represent two options in discourse construction.
The ‘visual’ style is prevalent in formal rhetoric and scholarly writing and does
not include repetition, parallel construction of coordinate phrases and clauses, and
exaggerations and over assertions, such as those identified in the ESL writing of Arab
students. He also noted that, on the other hand, the ‘aural’ style, which has little to do
with Classical Arabic, permits repetition of ideas and lexis for the purposes of
persuasion, as well as the use of coordinators as sentence and phrase connectors, and
the predominance of long clausal strings (Hinkel, 2002).
Therefore, our students probably need much further training in Arabic rhetoric
and writing to be able to construct discourse and text in accordance with the norms of
Classical Arabic. In his view, the ESL writing of these students demonstrates not the
transfer of the discourse paradigms and textual features of the Arabic rhetorical
tradition but the colloquial ‘aural’ style that is commonplace in daily language use.
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Similarly, Fakhri’s in a comparative study (as cited in Hinkel, 2002) found that, there
were no significant differences in topic marking and text progression between
published Arabic and English texts, both of which contained few parallelisms and
coordinating structures.
In contrast, Aziz in (Hinkel, 2002) pointed out that Arabic text relies on the
topic/theme and predicate phrase/rhyme repetition patterns for the purposes of
rhetorical persuasion. He noted that such a repetition is frequently employed in
parallel constructions and can create an impression that the topics in Arabic essays
lack progression.
Rhetorical persuasion strategies, however, represent culturally bound notions,
and their manifestations in text can have different values in various cultures. Johnstone
in (Hinkel, 2002) found that the ESL writing of Arab students frequently displayed
persuasion devices, which are considered inappropriate in academic discourse in
English. She observed that the uses of emphatics, amplifiers, and paraphrases of
earlier text from the same essays were common and seemed to be unlike the persuasion
devices in the essays of NSs. Therefore, discourse construction and organization in
various languages are inseparable from the culture, the history of rhetoric, and the
sociocultural frameworks, which determine what is valued and is in text.
2.7 L1 and L2 Writing & Contrastive Rhetoric
With regard to writing, Kachru (1997) spots light on the relationship between
cultural meanings and rhetorical style in various writing traditions adopting the sociocultural realistic linguistic approach. She also investigates assumptions of contrastive
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rhetoric obtained from writing research in the wider scope context of teaching English.
Second, she proposes a methodology of research in the light of writing research
conducted on the Native varieties of English or Inner Circle, universal linguistic
varieties or Outer Circle, language socialization and traditions of literacy. Third, she
discusses significant educational implications for enriching native and nonnative
academic writing performance concluding with an emphasis on the incompatibility of
the current, biased, ethnocentric framework of contrastive rhetoric that is not only
insensitive to research findings but also underestimates the universal rhetorical styles'
rich diversity.
In the first section, she attempts a critical examination of contrastive rhetoric
taking into consideration not only the escalating emphasis laid by tertiary and graduate
institutions on academic writing but also the emerging concern for writing pedagogy
responsive to the culturally linguistic diverse voices on the other. She argues that the
foundations of contrastive rhetoric in ESL contexts, laid by Robert Kaplan who called
for adopting the teaching methods of contrastive grammar to be adapted to teaching
contrastive rhetoric, become educationally inappropriate. This is due to recent studies
examining contrastive rhetoric that take into account universal diversity of cultural
meanings and rhetorical styles.
However, Kaplan's assumptions are increasingly presented as universally
valid. To explore the effect of cultural diversity on writing rhetorical styles of the Inner
Circle on one hand and the outer Circle on as it is the case in the UAE, Kachru (1997)
investigates contrastive rhetoric various research findings. She refutes the assumptions
about the existence of single distinctive patterns of writing in English. In addition, she
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emphasizes neither the existence of a clearly well-defined text type such as expository
prose nor the existence of a "monolithic norm" in academic writing according to other
research findings in language socialization and literacy. Moreover, Connor (2002)
emphasizes that major changes taking place in the goals and research methods of
contrastive rhetoric are affecting the scope of its impact on other areas of applied
linguistics and beyond. It extends not only to the teaching of ESL and EFL writing but
also to teaching of L1 writing.
Grabe & Kaplan as cited in Liu (2011) admit that one of the constraints in their
early contrastive rhetoric research “lay in the fact that deductions were made by
examining deviation from the norms of English only, rather than examining the
discourse of the L1”. In addition, Connor (2002) traces the development of Kaplan's
perspectives concerning contrastive rhetoric stressing his confession that he was
"influenced by Hymes’s work (about the ethnography of communication) at the time
of the writing but that he was very much into Whorf-Sapir".
Building on the previous findings, Kachru (1997) emphasizes the cultural basis
of both language acquisition and language use as "meaning potential" since language
represents the main vehicle of "cultural transmission" forming a social identity.
Culture and language are inseparable which extends to both linguistic structures and
rhetorical patterns. Meaning is expressed to reach a social end and it is the situational
and the cultural context which governs the evaluation and the interpretation of texts.
In addition, Kachru (1997) proposed her approach to research in contrastive
rhetoric in two steps. First, a prior examination of writing traditions of different
cultures should be done to establish defined criteria for comparability since there are
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diverse genres and registers across cultures. She details some examples from the Outer
Circle that emphasizes cultural diversity concerning the inexistence of certain parallel
writing genres for certain situations in different societal cultures. Second, the
framework of contrastive rhetoric should be based on rhetorical model that takes into
account the social context. She emphasizes the role played by the socio-cultural
context by referring to an observation- about the Indian taxonomy to establish methods
of argumentation in the Indian tradition- followed by analyzing an essay written by an
Indian college student which shows that the essay does not conform to English
argumentative text structure but it has the basic components of problem-solving
structure.
Moreover, she criticizes the educational implications of contrastive rhetoric
that recommends teaching the preferred rhetorical modes of English to nonnative users
of English regardless of the diverse socio-cultural context highlighted by the author's
argument. She stresses the educational inappropriateness of this suggestion for the
following reasons. First, it is impossible to train nonnative users to the various ways
of thinking and writings as native speakers.
In addition, Kubota & Lehner (2004) emphasize the importance of
understanding the politics of explicit language teaching, or any other pedagogy, that
contains varied purposes and motivation for strategically achieving a certain
educational or political aim. She adds that through politicizing cultural difference in
rhetoric, critical contrastive rhetoric can create new space for divergent ways of
understanding writers and texts in cross-cultural contexts and wiping out the colonial
dichotomies between the colonizer and the colonized.
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Kachru (1997) stressed the importance of attracting the attentions of writing
professionals towards the diverse rhetorical conventions of the users of English to
encourage socio-cultural diverse creativity in writing. However, this should not be
done through going to the extremes of neglecting the reader's expectations or throwing
all the responsibility to communicate meaning on the writer's shoulder. A balance can
be established through creating a partnership between the reader and the writer to
construct meaning. Consequently, socio-cultural diverse voices should be welcomed
to enrich not only creative literature but also writing in general including academic
writing.
2.8 Intercultural Sensitivity Importance
Gay (2002) emphasized the inevitability of matching students' learning styles
with instructional materials and learning activities to achieve multiculturalism. Bennet
(1993), also argued that preparation for culturally responsive teaching can be more
effective when it goes in harmony with teachers' intercultural development. In
addition, she argues that teachers need to identify the specific diverse cultural nature
of their students and even their intercultural development to be able to design the
learning experiences that can address their cultural diversity and intercultural
development. In fact, diagnosing the learning styles of the students is usually
improvised on unscientific basis. Therefore, there is a real need to build culturally
responsive teaching on real scientific background through creating an inventory that
diagnoses not only the learning styles and multiple intelligences but also the
intercultural development of the students. Moreover, Gay (2002) emphasized the
importance of demonstrating cultural caring and building learning communities. He
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suggested that personal, moral, social, political, cultural, and academic knowledge and
skills are taught simultaneously.
2.9 Research Studies
Ciampa (2012) found out that the use of digital eBooks increased the students’
literacy motivation; he added that student’s interaction with the digital eBooks
increased their interest and engagement. He also found out correlation between the
achievement and motivation. Additionally, Fox (2014) through his review of some
studies, found out that digital technology has a positive impact on reading
comprehension and motivation. Moreover, Turner (2011) also stated that students who
utilized digital literacies had a positive motivation and high levels of critical thinking
in writing achievement more than students using traditional books.
In contrast, the results of this study were opposite to the results found by
Grimshaw, Dungworth, McKnight, & Morris (2007). These researchers confirmed that
motivation was not found through the use of traditional texts compared to electronic
texts. The explanation for this finding is that the digital text has some features “such
as word pronunciation, narration, sound effects and animations, which support the
text, all help to remove the effort from decoding individual words and allow the child
to focus on meaning” (Grimshaw, Dungworth, McKnight, & Morris, 2007, p. 584).
Grimshaw, Dungworth, McKnight, & Morris (2007) found out no significant
differences within the students’ achievement of students between traditional texts and
electronic texts.

64
In the Saudi context Abdul Fattah (2015) carried out a study in an attempt to
determine the impact of using a WhatsApp Messenger as one of mobile learning
technique to develop small group college students' writing skills. The results of his
study showed that WhatsApp technique had a significant impact on students' writing
skills like punctuating a paragraph, correcting a paragraph and writing an essay.
Hazaea1 & Alzubi (2016) conducted a study in the Saudi context where they
explored the role of this new integrated method in enhancing the EFL learners’
reading practices. The results showed that using mobile learning devices remarkably
improved the students’ literacy skills in reading and writing. The study recommends
further investigation on the impact of WhatsApp on literacy practices.
Dashti & Aldashti (2015) carried out a similar study in Kuwait that aimed at
investigating the attitudes of English major students at the department of English and
French major students in the College of Basic Education towards the use of mobile
learning in their classes. Results showed that that the majority (80.3%) of students
favored the use of mobile learning to enhance their knowledge of EFL language in
terms of vocabulary and grammar. Yet, they hope that their instructors effectively
integrate mobile devices in EFL teaching.
In the Iranian context, Jafari & Chalak (2016) carried out a relevant study to
explore the role of WhatsApp in the vocabulary learning improvement of high school
EFL students. The results of the study showed that using WhatsApp had significant
role in vocabulary learning of the students. The results also showed no significant
difference between male and female students regarding their vocabulary knowledge
after using WhatsApp.
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Another Iranian study carried out by Ashiyan (2016) to investigate the use
and effect of mobile learning applications such as WhatsApp on school work and out
of school work on EFL learners. The results showed positive impact on students who
used WhatsApp application in EFL.
2.9 Conclusion
This chapter reviews the theories, models and research effort that tackled the
process of writing, technology integration and motivation. The theoretical framework
sections tackled the sociocultural theory and other theories in the field of teaching
writing. Behaviorists like Bruner and the structural conception of language
emphasized the phonological, morphological, and syntactic structures found in
languages through detailed fieldwork, which placed an emphasis on oral forms.
Literacy was used mainly to reinforce oral patterns. Once students learned to correctly
control oral patterns, attention was paid to increasingly longer chunks of text through
"controlled" composition activities, (Paulston & Gerald 1973).
With the advent of cognitive psychology and concepts such as “Innateness”
and “Language Acquisition Device” (LAD), Chomsky (1966) posited the existence of
an innate language learning faculty capable of extracting a finite set of linguistic rules
from exposure to natural speech. Thus, the composing process of L2 writers is
“nonformulaic”, exploratory, recursive, and generative. In classroom practice, these
findings urged teachers to instruct students in planning, drafting, reviewing, revising,
and editing, (Karpels 1990).
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Interactionists theories and the socio-cultural conception of language criticized
the process approach focuses too much on the individual writer and the cognitive
relationship between the writer and the writer's internal world, at the expense of
understanding the social context in which he or she is situated, (Swales 1990). Through
the social orientation to understanding writing, Gee (1986) argued that language and
learning should not be cast as an intrapersonal cognitive phenomenon but rather as a
set of interpersonal, socially constructed, situated practices. Attention to the social
context of writing yielded a new approach to understanding L2 composition. Research
studies on contrastive rhetoric highlighted the perspective that learning to write is a
process of socialization into the literacy practices. This perspective emphasized a
renewed interest in contrastive rhetoric and genre theory.
Kaplan (1966) suggested that the writing of second language learners (L2) may
seem out of focus because L2 writers are employing or "transferring" rhetorical
conventions associated with norms from their linguistic and cultural backgrounds.
Research studies tackled technology integration effects on learning English and
most of them reported various results about students’ achievement; Abdul Fattah
(2015), Hazaea1 & Alzubi (2016), Dashti & Aldashti (2015), Jafari & Chalak (2016)
and Ashiyan (2016). Finally, a lot of studies showed that positive impact on students
writing achievement and motivation such as Abdul Fattah (2015). Ciampa (2012), Fox
(2014), Turner (2011), Dungworth & McKnight (2007). However, few studies tackled
the differences in writing achievement and writing motivation in terms of gender
differences. Finally, the few studies that tackled the effect of gender on MALL yielded
different results and the design was restricted to investigate the effect of gender
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differences on motivation and achievement in the context of MALL. In fact, no single
study in literature investigated the effect of interaction of gender and MALL on
achievement, motivation and intercultural competence.
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Chapter 3: Methodology
3.1 Introduction
This chapter is meant to present a detailed description of the methods of
research used in this study. This chapter proceeds with the four research questions and
is followed by a description of the research setting. Then, the research design adopted
in this study is explained. In addition, teaching and learning materials used in this
research study are presented. Moreover, reference to the population, participants, and
sampling is provided. Also, the validity and reliability of the three instruments of
collecting the research data are discussed. Finally, procedures used for collecting and
analysing data in this research study are explained. Last but not least, ethical
considerations of this research study are presented. To sum up, a final summary of the
teaching and learning materials and methodologies adopted in this research study is
provided.
3.2 Research Questions
The purposes of the research determine the methodology and design of the
research” (Cohen, Manion & Morrison, 2007, p.78). The main objective of the study
is to investigate the effect of multimodal mobile literacy (MML) in promoting tenth
graders EFL writing, motivation and intercultural competence. To address this
objective, four research questions are posed;
1- Are there any statistically significant differences in EFL writing achievement
between tenth grade students who were taught by WhatsApp as an MML
device and those who were taught by traditional means?
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2- Are there any statistically significant differences in intercultural competence
between tenth grade students who were taught by WhatsApp as an MML
device and those who were taught by traditional means?
3- Are there any statistically significant differences in intercultural competence
between tenth grade students who were taught by WhatsApp as an MML
device and those who were taught by traditional means?
4- What is the effect of interaction, if any, between students’ gender and the use
of MML device in teaching writing on writing achievement, writing motivation
and intercultural competence?
In order to answer the previously mentioned questions three instruments were
developed and used in this research study, an English Writing Test adapted from
previous standardized EMSA tests (External Measurement of Students Achievement)
was administered twice to the students to assess English writing achievement before
and after the experiment. In addition, two retrospective questionnaires to assess
Writing Motivation and Intercultural Competence were developed, uploaded
electronically via Google Forms to be administered to the students after the
experiment.
Concerning the first research question (i.e., Question1: Is there any significant
difference in writing achievement, between tenth-grade students who were taught by
WhatsApp as an MML device and those who were taught by traditional means?), the
data was collected through a pre-test-post-test quasi experimental instrument, the
Writing Achievement Test to assess students’ writing achievement.
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To assess the effect of MML on students writing motivation, (i.e., Question 2,
Is there any significant difference in writing motivation, between tenth-grade students
who were taught by WhatsApp as an MML device and those who were taught by
traditional means?) results of students’ responses to the items associated with
motivation for writing in the retrospective questionnaire were analyzed to compare the
two groups of students with regard to their writing motivation. Similarly, analysis of
students’ responses to the items associated with intercultural competence in the
retrospective questionnaire was done to assess the effect of MML on students’
intercultural competence, (i.e., Question 3, Is there any significant difference in
intercultural competence, between tenth-grade students who were taught by WhatsApp
as an MML device and those who were taught by traditional means?).
Finally, to determine whether there is an interaction between gender and MML
that affected students’ writing achievement, (i.e., Question 3, What is the effect of
interaction, if any, between gender and the use of MML device in teaching writing on
writing achievement, writing motivation and intercultural competence?) demographic
data obtained from the questionnaires about participants’ gender and data obtained
from analysis of the results of the writing achievement test and the two retrospective
questionnaires were used.
3.3 Research Setting
This research study was carried out in seven government schools which
represents 56% of schools in the three main cities of the emirate of Abu Dhabi, (Abu
Dhabi Statistics Center, 2017, p 6). The seven schools implemented the curriculum
provided by Abu Dhabi Education Council (ADEC) currently known as Abu Dhabi
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Department of Education and Knowledge (ADEK). Since 2014, Government schools
in Abu Dhabi followed “Abu Dhabi School Model (ADSM)” curriculum, (Pennington,
2015). This curriculum is described by bilingual instruction in Arabic and English with
special emphasis on science, technology, engineering and mathematics (STEM),
(Pennington, 2015). As for teaching English, thematic units are the main content of
English language curriculum K-12 and teachers are provided with ADEC standards.
Students in grade 10 are expected to:
respond to and compose a range of texts in English through speaking and
listening, reading and viewing, and writing. They explore real and imagined
worlds represented in texts in the context of their own experience and values.
They communicate information, feelings and ideas with ease and confidence
in extended texts in different forms and media, using a wide range of language
techniques and structures correctly and flexibly. Through close study of texts,
students recognize how language, technology and aspects of cultural context
shape meaning. (ADEC, 2013, p. 18)
In addition, no textbooks in English language were provided to students,
instead ADEC encouraged teachers to adopt and adapt materials to meet the objectives
of the curriculum providing curriculum resource guide, (see Appendix C).
3.4 Research Design
In this research study, a quasi-experimental, pretest-posttest design was
adopted. Creswell (2012) defined quasi-experimental design as those designs that
“include assignment, but not random assignment of participants to groups. This is
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because the experimenter cannot artiﬁcially create groups for the experiment”, (p.
309). In this research study, to assess MML efficacy on students writing achievement,
writing motivation and intercultural competence, a quasi-experimental design was
used because random sampling is not available. Intact classes in seven schools were
defined by teachers who worked as research assistants. Due to limitations in the
educational context, Morgan and Winship (2016) argue that the analysis of quasiexperimental designs can be similar to randomized controlled experiments.
In this quasi-experimental research, manipulation of the main independent
variable is implemented. The main independent variable (VI), teaching and learning
medium, had two levels; (1) learning through MML (2) learning through Printed Texts.
The dependent variable (VD) in this design was students’ writing achievement. A
writing achievement pretest was used to assess 10th graders EFL writing scores prior
to the implementation of the experiment. Then the same test was administered after
the experiment as a posttest to compare differences in writing achievement mean
scores between students in the treatment group, who learned by WhatsApp as a means
of MML, and their counterparts in the control group, who learned writing through
traditional mainly paper-based means.
Moreover, a retrospective pretest/posttest survey design is also adopted to
assess the effects of using MML on students’ motivation for writing and intercultural
competence. This survey design meant to determine effects of the teaching and
learning medium as the main independent variable on the dependent variables;
motivation for writing and intercultural competence.
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3.5 Materials
Students in grade 10 studied an English thematic unit in each trimester; “A
Country’s Identity”, “The Cultural Family” and “The World Around Us”. The three
units focus on different cultural issues. Materials were uploaded to a website which
was used to assist teachers employed as research assistants. Teaching writing materials
were mainly adapted from the Australian UC High School Writing Booklet and
downloaded to the website. Persuasive writing materials are adapted and downloaded
to the website, (see Appendix D).
A thematic unit was also planned and developed following Ruben’s (1976)
model of developing intercultural competence. Various multimodal activities such as
listening to songs, watching videos, miming and dramatizations are emphasized in the
lessons. The unit is designed in such a way that makes use of inquiry and trying to
provide answers for a general question in each lesson. The general questions of the
lessons emphasize the intercultural objective of developing the feelings of personal
responsibility and the importance of participation locally and globally to protect the
environment. The questions of the four lessons are:
1) What can we do to protect our mother earth from the increasing amounts of
garbage?
2) What can we do to protect our environment from pollution?
3) What can we do to reduce global warming?
And; 4) What can we do to save endangered animals?
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Teaching this unit is typical to theme of trimester 3 for Grade 10 students, “The
World around Us”. In the first and second trimester, students were introduced to the
definition of culture and various texts about culture, cultural diversity and cultural
development. The learning outcomes can be aligned to T3 learning outcomes defined
by ADEC according to each teacher to meet the specific needs and progress of his/her
own students. The theme of the third trimester, “The World around Us” is meant to
develop awareness of the world around us, its environmental problems and major
topics like globalization and global responsibility towards our environment, (see
Appendix E).
3.6 Population and Sampling
Since there are separate schools for males and females in government
education in the UAE, the population included seven schools in the emirate of Abu
Dhabi in an attempt to get an approximate balanced sample of males and females in
each of the three cities of Abu Dhabi emirate. The seven schools chosen for the
experiment belong to the three regional offices in emirate of Abu Dhabi were; (1) two
schools in Abu Dhabi, a school for males and another for females, (2) three schools in
Al Ain, two schools for males and another school for females, (3) two schools in the
Al Dhafra Office, a school for males and a school for females.
According to their fixed classes distribution, participants were assigned to
belong to either treatment or control group, i.e., each research assistant defined one of
his classes as a treatment group and another class as a control group. Classes in the
seven schools range from twenty to thirty students. The total number of participants
who successfully submitted their responses to the electronic retrospective
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questionnaire were 355 students (n=355); 176 assigned to treatment groups and 179
assigned to control groups. Concerning participants’ gender, 191 males participated in
the research study representing 53.8% of total participants while 164 females
participated in the research study representing 46.2 of total participants.

Table 1
Percentages of Participants’ Gender
n
Group
Males

Percentage

Females

Percentage

Treatment

176

97

55.1%

79

44.9%

Control

179

94

52.5%

85

47.5%

Total

355

191

53.8%

164

46.2%

As for participants’ regions and their distribution to the treatment and control
groups, 107 students participated from Abu Dhabi region; 52 were assigned to the
treatment group representing 29.6% and 55 were assigned to the control group
representing 51.4%. In addition, 156 students participated from Al Ain region; 79 were
assigned to the treatment group representing 44.9% and 77 were assigned to the control
group representing 49.4%. Finally, 92 students participated from Al Dhafra region; 45
were assigned to the treatment group representing 25.4% and 47 were assigned to the
control group representing 46.2% as can be seen in Table 2.

Table 2
Percentages of Participants’ Region
n
Region
Treatment

Percentage

Control

Percentage

Abu Dhabi

107

52

29.6%

55

51.4%

Al Ain

156

79

44.9%

77

49.4%

Al Dhafra

92

45

25.4%

47

46.2%

Total

355

176

48.9%

179

51.1%

76
In short, 107 students participated from Abu Dhabi office; 51 males 56
females. In addition, 156 students participated from Al Ain; 99 males and 57
females. Finally, 92 students participated from Al Dhafra Office; 41 males and 51
females. Table 3 summarizes the demographic statistics about participants.

Table 3
Summary of Participants’ Demographic Statistics
Treatment
Region

n

Abu Dhabi
Al Ain
Al Dhafra
Total

Control

Male

Female

Male

Female

107

25

27

26

29

156

51

28

48

29

92

21

24

20

27

97

79

94

85

355

176

179

As for sampling, convenience sampling was adopted in this research study.
After obtaining formal approval from the research unit in Abu Dhabi Education
Council, (see Appendix F). An email was sent to cycle 3 teachers of English requesting
volunteers who teach 10th grade students in government schools in the three regions
of Abu Dhabi, (see Appendix G).
Detailed instructions were also provided to teachers who replied expressing
their formal approval (see Appendix H). Through daily feedback and discussions
obtained from a WhatsApp group for research assistants, eleven teachers from nine
schools were committed to follow the instructions and their discussions were fruitful
in providing more unified treatment of the research study. However, only eight
teachers from seven schools were able to submit their students’ answers of the writing
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tests. In addition, a teacher withdrew from the experiment expressing inability to
manage time, her students did not respond to the retrospective questionnaire.
Thus, seven schools were adopted as a convenient sample. In each school, a
research assistant assigned one of his 10th grade classes as a treatment group and
another class as a control group. In total, seven classes were adopted as the treatment
group (n=176) submitted their electronic responses to the retrospective questionnaire
successfully. The other seven classes taught by the same research assistants were
adopted as the control group (n=179) successfully responded to the electronic
retrospective questionnaire.
3.7 Research Instruments
Gay, Mills & Airasian (2016) argued that the “time and skill it takes to select an
appropriate instrument are invariably less than the time and skill it takes to develop an
original instrument”, p 207. Thus, three instruments were developed to assess (1)
Writing Achievement, (2) Motivation for Writing and (3) Intercultural Competence
3.7.1 Writing Achievement Test
When developing English writing achievement test for grade 10 students, two
major issues should be considered; validity of the test prompt for writing and the
validity and reliability of marking or scoring of the writing test. As for validity of the
writing question or prompt, the test should conform to the overall validity of writing
tests. Weir (2005) emphasized that “validity is multifaceted and different types of
evidence are needed to support any claims for the validity of scores on a test. These
are not alternatives but complementary aspects of an evidential basis for test
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interpretation” (p.13). O’ Sullivan & Weir (2011) stressed that the “unitary theory of
validity”, (p.37), remained highly crucial. Consequently, the multidimensional nature
of validity should be highlighted when developing an English writing test. Thus, since
there are different types of evidence to conform to the validity of the test, Weir (2005)
posed a set of questions to be considered when devising the rubrics or the prompts of
the test; 1) Is the rubric clear on what students have to do? 2) Is the rubric written in
as short as possible, simple sentences? 3)Is the rubric written in as short as possible,
simple sentences? 4) Is the rubric grammatically correct? 5) Is the rubric spelled
correctly? 6) Is the rubric in the First Language (L1) or the Target Language (TL)? 7)
Is the rubric familiar to the students? 8) Is the rubric clear about the amount of time to
spend on each part of the task? 9) Will the task require different types of response? If
so, it may be necessary to provide separate specific instructions for each type of
response required; 10) Is the rubric accurate and accessible? (p.57).
Since the writing test in this study is an achievement tests, the prompt of the
writing task should be related to the themes, topics, lexical items, grammatical
structures covered. However, the writing prompt should not be directly copied from
previous activities or typical tasks covered since it may not yield invalid results about
students’ writing achievement and would be an assessment of students’ memorization
rather than their writing skill. Starting from 2008, 10th-Grade students in the Emirate
of Abu Dhabi sat for EMSA (External Measure of Student Achievement) English
writing test. In most EMSA English writing tests, there was often one task in the
writing section of the exam. Typically, the student was given a prompt eliciting an
opinion about a general or local issue (see Appendixes I).
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Special attention was drawn to conform to the validity of the instrument by
considering the following; (1) questions posed by Weir (2005), (2) the English
linguistic content covered by the students such as lexical items and grammatical
structures and (3) the previous standardized EMSA writing tests. Consequently, the
following prompt was developed and revised to be used as the instrument of assessing
students’ writing achievement, “Nowadays, our world has a lot of troubles and wars
because of cultural and religious differences. Write an essay explaining why it is
important to read about the culture of any country before visiting it (see Appendix J)
Concerning scoring of the writing test, there are three main type of scoring
writing tests, as Kayapınar (2014) suggested; (1) general impression marking (GIM),
(2) essay criteria checklist (ECC), and (3) essay assessment scale (ESAS). Her study
provided statistical evidence that essay assessment scale (ESAS) can yield the best
reliability results. Its detailed and definite allocation of marks improves both interrater reliability, consistency among different examiners in scoring the writing test and
intra-rater reliability, consistency within the same examiner making his own scoring
reliable. The scoring criteria provided by ADEC is detailed and accurate providing a
typical example of ESAS, (see Appendix K).
Therefore, research assistants were asked to follow the formal scoring criteria
provided by ADEC for scoring 10th-graders’ persuasive writing. A discussion of the
criteria is initiated through the WhatsApp group dedicated for research assistants to
reinforce inter-rater reliability. The mean of three scores obtained from three different
markers was calculated for each individual student. The three markers were; the
research assistant, the researcher and an additional experienced teacher of English
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employed as a research assistant. To eliminate subjectivity, everyone involved in
rating was asked to hide students’ names and numbers through folding the header of
the test paper. In addition, to obtain high inter-rater reliability, examiners were asked
to write the numerical grade for students’ answers of the writing test in a separate sheet
of paper in order not to affect others’ scoring.
3.7.2 Retrospective Questionnaires
Howard, Ralph, Gulanick, Maxwell, Nance & Gerber (1979) suggested that
using the traditional pretest then posttest questionnaire may violate internal validity
due to the effect of the instrument recommending the use of retrospective
questionnaire. Klatt & Ellen (2005) argue that retrospective pre/post questionnaire is
more suitable in education because of their “validity, versatility and convenience”. (p.2).
Lam & Bengo (2003) explained this threat to validity arguing that “change
measurements obtained from the post +retrospective pretest method often are more
accurate estimates of change than those obtained from the pretest–posttest design” (p.69).
Throughout their thirty years in examining the effectiveness of four designs of

administering surveys to monitor change, they emphasized that the use of traditional
pre-post designs causes a major threat to construct validity because of “response-shift
bias” or pre-test overestimation or underestimation of change. They recommend using
post+ retrospective pretest method.
Finally, after evaluating a short term intensive educational program, Moore &
Tananis (2009) found that retrospective post +retrospective pretest design provided more
accurate self-report about the degree of change. They concluded their suspicions about the
traditional pre/post designs recommending the use of post +retrospective pretest methods
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showing that “self-report retrospective pretest scores correlated more highly with scores
on objective pretest measures of skill development or knowledge than the self-report
pretest scores”. (p.13)

3.7.3 Writing Motivation Questionnaire
Writing motivation in this study is assessed within the framework of Dornyei’s
(1995) research on motivation. This framework emphasizes the integrity of cognition,
affect and a special emphasis is laid upon self-efficacy, anxiety and interest or
enjoyment. Magogwe, Ramoroka & Mogana-Monyepi (2015) defined self-efficacy as
beliefs in one’s ability/ inability to fulfil writing tasks. Concerning goal orientation, it
refers to beliefs associated with advantages and disadvantages to performing the
writing task itself and is closely associated with attainment and writing achievement.
Finally, “interest and enjoyment for English writing” refers to the beliefs of enjoying
writing and having interest in it. Thus, Zimmerman & Bandura’s scale (1994) for
assessing writing motivation was mainly employed after gaining the necessary formal
permission, (see Appendix L).
The questionnaire about motivation for EFL writing was developed under
insightful supervision of the researcher’s advisor. Initially the questionnaire consisted
of 28 items and had a five-point Likert type ranging from a score of 5 to a score 1 to
refer to motivation for writing levels. Responses to each one of the 28 items had to be
done twice by each participant at the end of the experiment to retrospectively assess
perceived change in writing motivation. Each item is preceded by five levels of
response, strongly disagree, disagree, not sure, agree, and strongly agree, to assess
participants’ retrospective pretest levels of motivation for writing. To assess
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participants’ posttest levels of writing motivation, each item is followed by the same
five levels of response, strongly disagree, disagree, not sure, agree, and strongly agree.
A group of experts in the fields of psychology, education, curriculum and
instruction from the College of Education, UAE University, provided constructive
modifications. Comments on items mainly suggested rewording certain items,
detailing other items and deleting few items and the final version of the Motivation for
writing questionnaire consisted of 20 items, (see Appendix L).
The final version of the writing motivation questionnaire included three major
constructs. The three constructs are; (1) self-efficacy (8 items), (2) goal orientation
(7items) and (3) interest and enjoyment (5 items). The researcher tested the reliability
of the constructs of the questionnaire using Cronbach’s Alpha coefficient. Table 4
shows the summary alpha coefficient of the questionnaire constructs calculated by
IBM SPSS 25.0. A detailed questionnaire reliability estimates was performed, (see
Appendix M).

Table 4
Writing Motivation Reliability Coefficients
Variable

Cronbach's Alpha

No. of items

Self-efficacy

0.68

8

Goal Orientation

0.81

7

Interest and Enjoyment

0.87

5

Total

0.79

20
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As can be seen from Table 4, carrying out Cronbach’s alpha coefficient test
showed the questionnaire reached acceptable reliability, α = 0.79. Cronbach’s alpha
coefficient value for the construct “Self-efficacy” was the lowest, α = 0.68. On the
other hand, Cronbach’s alpha coefficient value for “Interest and Enjoyment” was the
highest, α = 0.87. Finally, Cronbach’s alpha coefficient value “Goal Orientation” was
similar, α = 0.81.
3.7.4 Intercultural Competence Questionnaire
The intercultural competence questionnaire is intended to assess participants’
intercultural competence. In this research study, intercultural competence is assessed
within the context of teaching EFL writing. Thus, the framework of contrastive
rhetoric emphasized by Kaplan (1966) and intercultural rhetoric advocated by Connor,
Nagelhout, & Rozycki (2008) was employed. This framework perceives writing as a
social construction of knowledge where discourse analysis focuses more on
multimodal aspects. To show intercultural competence in EFL writing, students have
to employ their intercultural sensitivity and produce texts that can meet both the
rhetorical and cultural expectations of English readers as Wornyo & Klu (2018)
explain.
After taking into consideration Wu’s (2015) exploratory and confirmatory
factor analysis of Chen & Starosta’s (2000) Intercultural Sensitivity Scale (ISS), a
questionnaire of intercultural competence was developed within the framework of
intercultural rhetorical theory. ISS was intended to assess general intercultural
sensitivity. Additional items had to be added to assess students’ intercultural rhetorical
competence as well.
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Consequently, to assess the effect of employing MML on students’
intercultural competence, another questionnaire about intercultural competence was
developed under supervision of the researcher’s advisor. The questionnaire consisted
of 24 items and had also a five-point Likert type ranging from a score of 5 to a score
1 to refer to intercultural competence levels. Similar to the Writing Motivation
Questionnaire, responses to each one of the 24 items had to be done twice by each
participant at the end of the experiment to retrospectively assess perceived change in
intercultural competence. Each item is preceded by five levels of response, strongly
disagree, disagree, not sure, agree, and strongly agree, to assess participants’
retrospective pretest levels of intercultural competence. To assess participants’ posttest
levels of intercultural competence, each item is followed by the same five levels of
response, strongly disagree, disagree, not sure, agree, and strongly agree.
Experts in the fields of psychology, education, curriculum and instruction from
the College of Education, UAE University, provided constructive modifications.
Comments on items mainly suggested rewording certain items, detailing other items
and deleting few items and the final version of the Intercultural Competence
Questionnaire consisted of 20 items (see Appendix N).
The final version of the intercultural competence questionnaire included five
major constructs. The five constructs are; (1) knowledge (3 items), (2) awareness (3
items), (3) respect and tolerance, (4) attitudes (7 items), (3 items) and (5) contrastive
rhetoric competence (7 items).
The researcher tested the reliability of the constructs of the questionnaire using
Cronbach’s Alpha coefficient. Table 4 shows the summary alpha coefficient of the
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questionnaire constructs calculated by IBM SPSS 25.0. A detailed questionnaire
reliability estimates was performed, (see Appendix O).

Table 5
Intercultural Competence Reliability Coefficients
Variable

Cronbach's Alpha

No. of items

Intercultural knowledge

0.81

3

Awareness of Intercultural Differences

0.92

3

Respect and Tolerance

0.86

4

Flexible Attitudes

0.73

3

Contrastive Rhetorical Competence

0.79

7

Total

0.82

20

As can be seen from Table 5, carrying out Cronbach’s alpha coefficient test
showed the questionnaire reached acceptable reliability, α = 0.82. Cronbach’s alpha
coefficient value for the construct “Flexible Attitudes” was the lowest, α = 0.73. On
the other hand, Cronbach’s alpha coefficient value for “Awareness of Intercultural
Differences” was the highest, α = 0.97.
To eliminate language barriers, items of the two questionnaires, 20 items for
Writing Motivation and additional 20 items for Intercultural Competence were
translated to Arabic. Then they were revised by a research assistant and edited by a
certified translator. The Arabic version was then retranslated to English by two
different research assistants and changes to the Arabic version have to be done to
eliminate any inconsistencies or misconceptions between the two versions. Since some
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research assistants could not speak Arabic, the researcher attached both the English
and Arabic version of the questionnaire to an email containing detailed instructions
about administering the survey. In this email, research assistants were asked to
carefully read the instructions, and the items of the questionnaire to be able to provide
clarifications to participants’ inquiries.
3.8 Pilot Study
After the two instruments had been prepared, validated, and approved by the
adviser, a pilot study was done in two schools; a school for girls in Abu Dhabi and
another school for boys in Al-Ain. 89 students participated in the pilot study, 46 female
students and 43 male students.
The researcher implemented the treatment in one of the boys’ school in AlAin. Another research assistant did the same in a school for girls in Abu Dhabi. Two
intact classes were assigned for the treatment in each school. 23 female students and
21 male students were assigned to the treatment group. As for the control group, 23
female students and 22 male students were assigned for the control group. After
sharing materials and steps with the research assistant from Abu Dhabi, all participants
sat for a prewriting test and no problems were reported. Students in the two groups
studied the writing module using the same materials but through different means. The
treatment group made use of WhatsApp as an MML tool whereas the control group
used traditional paper-based materials.
At the end of the module which lasted for four weeks, participants sat for a post
writing test. Then they responded to the retrospective questionnaire. No major
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problems after getting feedback from participants were reported while responding to
the questionnaire items. However, the researcher received a lot of missing responses
from participants. A lot of participants forgot to circle their responses twice for each
item to identify their attitudes before and after the writing module.
This critical problem was examined carefully, and two measures were taken to
solve the problem. An online questionnaire was uploaded to a web page designed in a
way that ensured obtaining two responses on each item. Thus, participants were
reminded before submitting their responses with a highlighted red asterisk for each
missing response. In addition, extra instructions in red and a final reminder at the end
of the final questionnaire to remind participants of submitting their responses.
Moreover, additional instructions to research assistants were added by asking students
not to close the web page of the questionnaire before showing their teachers the final
note received after submitting the responses, “YOUR RESPONSE HAS BEEN
RECORDED”, (see Appendix P).
3.9 Data Collection
After the two instruments had been prepared, validated, and approved by the
adviser, a pilot study was done help collect data properly, a web page was created to
help research assistants download materials and resources after preparing the research
instruments and gaining ADEC’s formal agreement to implement the study, (see
Appendix F). In addition, to the instructions and the steps posted on the website, a
WhatsApp group was created for the research assistants to help answer inquiries about
the implementation of the study and share discussions of the scoring rubrics, details
about lessons of the unit and its resources.
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Research assistants downloaded the parents’ consent form then sent copies to
parents with students asking them to return them back signed, (see Appendix Q). After
that, research assistants downloaded software copies of the writing pretest and the
scoring rubrics. Then, they had all the participants sit for the writing pretest. They used
the scoring rubrics to mark the pretest and score their final grade on the scoring rubrics
sheet, (see Appendix J and K). Then, all the papers were collected and marked twice
by the researcher and an additional experienced teacher. Research assistants taught the
writing module to two of their classes; a class was assigned as a control group and
taught by traditional paper-based way and another class as a treatment group and
taught by WhatsApp as a means of MML.
After that all participants sat for a writing posttest and all the papers were
collected and marked twice by the researcher and an additional experienced
teacher.Each participant who was identified by her/his ESIS (Enterprise Student
Information System) number and belonging to either the control group or the treatment
group. Participants were asked to write (P) if they learned the writing module in the
traditional way, (Paper-based) or (W) if they learned the writing module using
WhatsApp as an MML device. Making use of the computer laboratory in schools,
research assistants accompanied participants and provided them with instructions to
submit their responses to the retrospective questionnaire about their writing motivation
and intercultural competence.
Data about participants’ writing scores, the mean of the three scores of the
writing pretest obtained by the three raters, were recorded for each participant. Then
the mean of the three scores of the writing posttest obtained by the three raters were
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calculated for each participant. The same was done for the writing posttest. Each
participant was identified by ESIS and assignment to the control or treatment group.
Additional information about participants’ gender and location were provided by
research assistants.
Data about participants’ prewriting and post writing scores were recorded in
an excel sheet identifying each participant by ESIS, group, location and gender.
Another excel sheet that contained responses of the retrospective questionnaire was
also exported from the online response form. All data for participants scores in the
writing pretest scores, writing posttest scores, writing motivation scores and
intercultural competence scores were recorded in an excel sheet and each participant’s
scores were matched according to participants’ ESIS. Then the data were imported by
IBM SPSS Version 25.0 to be coded and analyzed.
3.10 Data Analysis
Concerning the first three questions, three separate bivariate analyses could
have been done to compare the two means of the two groups of participants; the control
group and the experiment group in writing achievement, motivation and intercultural
competence. It was crucial to choose the appropriate type of bivariate analysis to
compare the mean scores of each group (control and treatment) before and after the
writing module. Appropriate statistical test should be chosen according to the
variable’s different levels of measurement, (Leach, Barret & Morgan, 2015). After
examining the scores obtained for writing achievement, writing motivation and
intercultural competence, a decision about the appropriate statistical test was made to
be used once assumptions of that test were met.
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In fact, doing three bivariate tests as independent sample t-test, would be
inappropriate since the focus of the three research questions was on the device used
for teaching writing, using WhatsApp as an MML device to teach writing. In this
research study, the dependent variables may interact, e.g. gains in writing motivation
can affect gains in writing achievement so the significance of differences in means, if
any, might not be attributed to the main effect of the independent variable, the type of
device to teach writing. Therefore, Multivariate Analysis of Variance (MANOVA)
would yield more accurate results because it would help see how a linear combination
of these three variables, writing achievement, writing motivation and intercultural
competence, was different for the two levels of the grouping independent variable,
MML and Paper-based. Keselman et al (1998) stated that “It is the effect of the
grouping variable(s) on the collection of outcome variables that is of interest to the
researcher who uses MANOVA techniques ....... the interest in MANOVA with one
grouping variable is group comparison”, (p. 359).
So, the first three questions could be tackled through one-way MANOVA for
its advantages over conducting several independent t tests. Fang (2017) listed three
advantages of MANOVA tests, over conducting several independent t tests; “(1) it
controls the overall type I error well; (2) it takes into account multiple variables’ interrelationships; (3) It can make an overall conclusion when the signiﬁcances from
multiple t-tests are inconsistent” (p. 117).
Similarly, to answer the fourth question, a factorial multivariate analysis of
variance could to be conducted to determine the effects of any interaction among the
levels of the two independent variables on the three dependent variables. In other
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words, factorial MANOVA test was used to determine the effects of any interaction
between the two levels of the first independent variable, “treatment”; (1) Paper-based
means (2) and MML WhatsApp device and the two levels of the second independent
variable, “gender”; (1) male and (2) female on the three dependent variables; (1)
writing achievement, (2) motivation for writing and (3) intercultural competence.
Before starting the analysis, it was important to check the data for the
MANOVA assumptions. Pallant (2005) identified a number of assumptions to use
MANOVA. First of all, participants have to be independent and the measurement type
of the response value have to be continuous. The design of this study ensures that
participants are independent from each other’s. Also. the type of measurement of
writing achievement, writing motivation and intercultural competence are continuous.
In addition, data met the assumption of having proper sample size. Pallant
(2005) showed that minimum number of cases is the total of multiplying 2 levels of
grouping by the 2 levels of gender multiplied by 3 dependent variables, (2x2) x
3=12.Table 6 clearly shows that data were obtained from 355 participants. In fact, this
is much more than the minimum required cases defined by the number of the
dependent variables multiplied by number of levels of the independent variables. Thus,
data met the assumption related to sample size.

Table 6
Summary of the Total Number of Participants
Group

Treatment

Control

Total

n

176

179

355
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As for normality, two tests of normality were done. Table7 presents the results
from the two well-known tests of normality; the Kolmogorov-Smirnov Test and the
Shapiro-Wilk Test. Since the number of cases is between 50 and 2000, the result of
Shapiro-Wilk was to be considered to test the normal distribution of data. This test
showed that the data is distributed normally since value of the test is greater than 0.05
for each variable, (see Table 7).

Table7
Tests of Normality
Kolmogorov-Smirnovb

Shapiro-Wilk

Statistic

df

Sig.

Statistic

df

Sig.

Pre-W

.150

79

.200*

.942

79

.401

Post-W

.074

79

.200*

.982

79

.340

Pre-Mot

.065

79

.200*

.978

79

.185

Post-Mot

.072

79

.200*

.986

79

.573

Pre-ICC

.074

79

.200*

.991

79

.843

Post-ICC

.070

79

.200*

.986

79

.569

Concerning checking for outliers, data were split into two halves and the
linear regression Mahalobi distance test was done to find out the critical values of the
data.
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Table 8
Mahalanobis Distance Test to Check for Outliers
Residuals Statistics a
Minimum

Maximum Mean

STD

N

Predicted Value

-101.79

384.23

178.00 87.652

355

Std. Predicted Value

-3.192

2.353

.000

1.000

355

SE of Predicted Value

3.886

30.340

6.835

3.234

355

Adjusted Predicted

-191.08

400.36

177.67 89.029

355

Value
Residual

-242.171 207.209

.000

53.374

355

Std. Residual

-4.499

3.849

.000

.991

355

Stud. Residual

-4.643

4.313

.003

1.018

355

Deleted Residual

-258.006 281.077

.326

56.477

355

Stud. Deleted Residual

-4.787

4.427

.003

1.024

355

Mahal. Distance

.847

74.396

5.983

10.162

355

Cook's Distance

.000

1.237

.009

.076

355

.315

.017

.029

355

Centered Leverage Value .002

a.
Dependent Variable: ID

Table 8 shows that Mahalanobis critical value identified by the maximum
distance is (74.4). This value was larger than the critical value identified by Pallant
(2005). Thus, there were outliers in the data. Table 9 shows the extreme value box
obtained from IBM SPSS 25.0.
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Table 9
Extreme Values of the Data
Case

ID

Value

Number
Mahalanobis

Highest

1

334

333

74.39682

2

345

344

39.60454

3

283

214

23.61112

4

299

230

21.74571

5

279

210

20.29717

1

338

337

1.26336

2

311

242

1.40227

3

353

352

1.44569

4

308

239

1.75069

5

347

346

1.78979

Distance

Lowest

As can be seen in Table 9, only three cases out of the 350 exceeded the critical
value, 22.47, defined by Pallant (2005) for having six continuous variables; the writing
pretest, the writing posttest, motivation pretest, motivation posttest, intercultural
competence pretest and intercultural competence posttest. Thus, data met the
assumptions of having few outliers. Finally, Leach, Barret & Morgan (2015) stated
that “MANOVA is robust to violations of multivariate normality and to violations of
homogeneity, (p. 375). The test of homogeneity can be generated as part of the
MANOVA output, Pallant (2005). Table 10 shows the generated outpour of Leven’s
test of equality of error variances to check for homogeneity.
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Table 10
Test of Homogeneity (Levene's Test of Equality of Error Variances)
Levene Statistic df1
Post-W.

Post-Mot.

Post-ICC.

df2

Sig.

Based on Mean

.000

1

353

.984

Based on Median

.002

1

353

.969

Based on Median and with adjusted df

.002

1

352.40

.969

Based on trimmed mean

.000

1

353

.982

Based on Mean

4.329

1

353

.038

Based on Median

4.348

1

353

.038

Based on Median and with adjusted df

4.348

1

349.60

.038

Based on trimmed mean

4.325

1

353

.038

Based on Mean

3.034

1

353

.082

Based on Median

3.070

1

353

.081

Based on Median and with adjusted df

3.070

1

349.12

.081

Based on trimmed mean

3.004

1

353

.084

As can be seen from the test of Leven’s, homogeneity, the variances of
responses to the post motivation questionnaire was .038. Given a violation of Levene’s
test for homogeneity of variances, p= 038 which is < .05, Thus, the test of error
variance of the data was significant. This violated the assumption of homogeneity and
consequently, tests of multivariate analysis of variance could not be used. Instead, two
different types of non-parametric tests were chosen to analyze data of this research
study, in the light of the design, type of data and variables in this study.
The first test was Mann-Whitney independent samples test. This test was used
to compare the mean scores obtained by participants of the treatment group to those
obtained by participants of the control group to investigate the significance of the
experiment, employing MML in teaching writing. Since there are three dependent
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variables, the test had to be repeated three times. This was done to assess the
effectiveness of treatment on writing achievement, motivation for writing and
intercultural competence. The second test was Kruskal Wallice’s test to check if
interactions between the levels of the independent variables affected the dependent
variables.
3.11 Ethical Considerations
Gay, Mill & Airasian (2016) defined two essential ethical considerations when
conducting educational research. First, appropriate measures have to be taken to avoid
causing any physical, mental or social harm. Second, special emphasis is laid on
obtaining informed consents from participants of the study. In addition, specific ethical
considerations are also required from researchers in the UAE University and by
(ADEC) Abu Dhabi Education Council (ADEC) currently known as Abu Dhabi
Department of Education and Knowledge (ADEK).
After obtaining the initial approval of the research study proposal from the
College of Education UAE University, an email was sent to the Research Unit
Department in ADEC to ask for a permission to implement the pilot study in ADEC
schools, (see Appendix R). A formal approval was received in November 2015, (see
Appendix F). After devising and validating the questionnaire with the guidance of the
adviser and other academics in the UAE Universities, forms required by the Social
Research Ethics Committee were also prepared to ensure UAE University ethical
considerations. Prior to implementing the pilot study, an email was sent to research
assistants emphasizing the necessity of obtaining parents’ consent forms to approve
their children’s participation. The consent forms signed by parents included
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information about the research study, its objectives and commitment to preserving the
anonymity of the participants and their parents, (see Appendix S). The informed
consent form has two versions; one in Arabic and the second in English, (see Appendix
T). The two versions were sent by email to research assistants and uploaded to the Web
Page intended to help research assistants. Parents were also informed that their
students have the right to withdraw from participation in the study any time.
Instructions were sent to research assistants to emphasize compensating the
students of the control group who did not use WhatsApp as an MML after the end of
the study. This was done by inviting participants of the control group to join the
WhatsApp group and resending the materials sent earlier in the group. Appropriate
measures were also taken to ensure the protection of students from social and
psychological harms. Religious, cultural and moral guidelines for the audio-visual
materials and other printed learning materials were also taken into consideration. For
example, the curriculum resource guide was sent to research assistants and uploaded
to the researchers Web Page to help research assistants when using their materials, (see
Appendix H). In addition, instructions for discussions and participations in students’
WhatsApp groups were sent to research assistants to avoid possible attempts of
bullying.
Certain measures were also taken to protect the anonymity and privacy of the
students and their schools. The researcher asked research assistants to remove the
names of their students from the prewriting and the post writing tests. However,
students’ ESIS (Enterprise Student Information System) number has to be kept to
match participants’ responses of the online retrospective questionnaire with their
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results in the writing pretests and posttests. When coding data in MS Excel before
exporting it to IBM SPSS 25, each participant was given another identification number
to keep privacy of their names and other demographic information such as gender and
location. Such sensitive information was kept secret and were not exposed to the public
and were not mentioned throughout this research.
3.12 Conclusion
This chapter was intended to provide detailed explanations of the research
methods adopted in the light of its objectives. First, the main purpose of the study,
investigating the efficacy of MML on promoting EFL writing, motivation and
intercultural competence, was clarified in the beginning of the chapter. Second, the
four research questions of the study to achieve its purpose were stated and followed
by the research settings and context. Third, design of the study was explained with
reference to the teaching and learning materials. Fourth, information about the
population, sampling and participants were explained. Fifth, a detailed description of
devising the research instruments was provided with reference to measures taken to
ensure their reliability and validity. In addition, detailed discussion of the retrospective
questionnaire as an effective instrument to assess short term effects of educational
programs is provided. Sixth, a description of data collection and analysis procedures
was provided. Seventh, measures taken in order not to violate ethical considerations
of Educational Research in the UAE were stated at the end of the chapter. Finally,
detailed findings and results of the study would be presented in the following chapter.
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Chapter 4: Findings
4.1 Introduction
This chapter is meant to present the results of this quasi-experimental research
study. The purpose of this research was to investigate the efficacy of employing
WhatsApp as a ubiquitous means of MML learning not only on students’ EFL writing
achievement but also on their motivation and intercultural competency. Data were
obtained from 10th grade students in seven public schools in the emirate of Abu Dhabi;
(n=355); 176 assigned to treatment groups and 179 assigned to control groups. Results
and findings were drawn from the two instruments explained in the previous chapter;
(1) the two writing tests – the pretest and the posttest to assess participants’ writing
achievements and (2) the retrospective questionnaire to assess their motivation for
writing and intercultural competence.
Since data collected violated the parametric tests assumptions, two
nonparametric tests were used. First, Mann-Whitney U Test for the two independent
samples was used to compare the two groups; (1) the experimental (MML), and (2)
the control group (Paper-Based). The test was conducted to see if there were any
statistically significant differences between the two groups in (1) writing achievement,
(2) motivation and (3) intercultural competence. Second, Kruskal-Wallis Test for
Several Independent Samples was used to find if there were any interactions between
(1) the two levels of treatment; WhatsApp as an MML means versus traditional paperbased means and (2) gender; male versus female. The following four sections
demonstrate the results and the findings classified according to the four questions of
this research study.
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4.2 Results of the First Research Question
To answer the first research question, “Are there any statistically significant
differences in EFL writing achievement between tenth grade students who were taught
by WhatsApp as an MML device and those who were taught by traditional means?”,
a prior analysis of the results of the writing pretest for the two groups; (1) the
experimental (MML), and (2) the control group (Paper-Based) was made using MannWhitney U Test. Table 11 shows the ranks of the participants of the two groups
distributed by their writing pretest results as calculated by Mann-Whitney U Test.

Table 11
Pre-Writing Ranks Calculated by Mann-Whitney U Test
Pre-Writing

Ranks
N

Mean Rank

Sum of Ranks

MML

176

181.00

31855.50

Control

179

175.05

31334.50

Total

355
Test Statistics
Pre-Writing

Mann-Whitney U

15224.500

Wilcoxon W

31334.500

Z

-.546

Asymp. Sig. (2-tailed)

.585

As can be seen from Mann-Whitney U Test results of the writing pretest, the
medians of the two groups are approximately equal, (31855.50) and (31334.50). The
obtained Mann-Whitney U statistic is (15224.500). This value, when corrected for tied

101
rankings and converted to a z-score (critical ratio test) is not statistically significant at
the .05 level. (U = 15224.500, p = .585) p > 0.05. This means that the probability of
the two medians being the same is very high. Thus, it can be concluded that there is no
statistically significant difference between the median scores of the experimental
group (MML) and the control group (Paper-Based) in their writing achievement before
the treatment. Therefore, the starting point of the two groups with regard to their
writing achievement before implementing the quasi-experimental study is the same.
Thus, a second Mann-Whitney U Test was conducted to the results of the post writing
test to see if there was statistically significant difference between the two groups in
writing achievement because of employing WhatsApp as an MML means. Table 12
shows the ranks of the participants of the two groups distributed by their writing
posttest results as calculated by Mann-Whitney Test.
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Table 12
Post/Writing Ranks Calculated by Mann-Whitney U Test
Ranks
Post Writing

N

Mean Rank

Sum of Ranks

MML

176

192.87

33945.50

Control

179

163.38

29244.50

Total

355
Test Statistics
Post Writing

Mann-Whitney U

13134.500

Wilcoxon W

29244.500

Z

-2.710

Asymp. Sig. (2-tailed)

.007

As can be seen from Mann-Whitney Test results of the writing post-test
demonstrated in Table 12, the medians of the two groups are different, (33945.50) and
(29244.50). The obtained Mann-Whitney U statistic is (13134.500). This value, when
corrected for tied rankings and converted to a z-score (critical ratio test) is statistically
significant at the .05 level. (U = 13134.500, p =.007) p < 0.05. This means that the
probability of the two medians for the two groups being the same is very small. Thus,
it can be concluded that there is a statistically significant difference between the
median scores of the experimental group (MML) and the control group (Paper-Based)
in their writing achievement in favor of the treatment group.
Accordingly, the answer of the first research questions is that “there are
statistically significant differences in EFL writing achievement between tenth grade
students who were taught by WhatsApp as a an MML device and those who were
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taught by traditional means in favor of the experimental group as concluded by the
nonparametric Mann-Whitney Test”, (U = 13134.500, p =.007) p < 0.05 .
4.3 Results of the Second Research Question
To answer the second research question, “Are there any statistically significant
differences in English writing motivation between tenth grade students who were
taught using WhatsApp as an MML device and those who were taught by traditional
means?”, a prior analysis of the scores of the pre-retrospective questionnaire of writing
motivation for the two groups; (1) the experimental (MML), and (2) the control group
(Paper-Based) was made using Mann-Whitney U Test. Table 13 shows the ranks of
the participants of the two groups distributed by their scores on the pre-retrospective
writing motivation survey as calculated by Mann-Whitney Test.

Table 13
Pre/Motivation Ranks Calculated by Mann-Whitney U Test
Pre Motivation
Ranks
MML

176

188.58

33190.00

Control

179

167.60

30000.00

Total

355

Test Statistics

Pre-Motivation

Mann-Whitney U

13890.000

Wilcoxon W

30000.000

Z
Asymp. Sig. (2-tailed)

-1.931
.054
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As can be seen from Mann-Whitney Test results of the pre/retrospective survey
of writing motivation, the medians of the two groups are very near, (30000.00) and
(33190.00). The obtained Mann-Whitney U statistic is (13890.000). This value, when
corrected for tied rankings and converted to a z-score (critical ratio test) is not
statistically significant at the .05 level. (U = 13890.000, p = .054) p > 0.05. This means
that the probability of the two medians being the same is high. Thus, it can be
concluded that there is no statistically significant difference between the median scores
of the experimental group (MML) and the control group (Paper-Based) in their writing
motivation before the quasi-experimental study. Since, writing motivation for the two
groups before implementing the quasi-experimental study is nearly the same. Thus, a
second Mann-Whitney U Test was conducted on the participants’ scores of the
post/retrospective writing motivation survey to see if there was statistically significant
difference between the two groups in writing motivation because of employing the
WhatsApp as an MML means. Table 14 shows the ranks of the participants of the two
groups distributed by their scores on the pre-retrospective writing motivation survey
as calculated by Mann-Whitney Test.
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Table 14
Post/Motivation Ranks Calculated by Mann-Whitney U Test
Post Motivation
Ranks
N

Mean Rank

Sum of Ranks

MML

176

211.66

37252.50

Control

179

144.90

25937.50

Total

355

Test Statistics

Post Motivation

Mann-Whitney U

9827.500

Wilcoxon W

25937.500

Z

-6.139

Asymp. Sig. (2-tailed)

.000

As can be seen from Mann-Whitney Test results of the post/retrospective
survey of writing motivation, the medians of the two groups are very far from each
other, (37252.50) and (25937.50). The obtained Mann-Whitney U statistic is
(9827.500). This value, when corrected for tied rankings and converted to a z-score
(critical ratio test) is statistically significant at the .05 level. (U = 9827.500, p =.000) p
< 0.05. This means that the probability of the two medians for the two groups being
the same is very small. Thus, it can be concluded that there is statistically significant
difference between the median scores of the experimental group (MML) and the
control group (Paper-Based) in their writing motivation in favor of the treatment
group.
Accordingly, the answer of the second research questions is that “there are
statistically significant differences in EFL writing motivation between tenth grade
students who were taught by WhatsApp as a an MML device and those who were
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taught by traditional means in favor of the experimental group” as concluded by the
nonparametric Mann-Whitney Test, (U = 13134.500, p =.007) p < 0.05 .
4.4 Results of the Third Research Question
To answer the third research question, “Are there any statistically significant
differences in intercultural competence between tenth grade students who were taught
by WhatsApp as an MML device and those who were taught by traditional means?”,
a prior analysis of the scores of the pre-retrospective questionnaire of intercultural
competence for the two groups; (1) the experimental (MML), and (2) the control group
(Paper-Based) was made using Mann-Whitney U Test. Table 15 shows the ranks of
the participants of the two groups distributed by their scores on the pre/retrospective
intercultural competence survey as calculated by Mann-Whitney Test.

Table 15
Pre/Intercultural Competence Ranks by Mann-Whitney U Test
Pre/ Intercultural

Ranks

Competence
MML

176

207.36

36495.00

Control

179

149.13

26695.00

Total

355

Test Statistics

Pre/ Intercultural Competence

Mann-Whitney U

10585.000

Wilcoxon W

26695.000

Z
Asymp. Sig. (2-tailed)

-5.356
.000

107
As can be seen from Mann-Whitney Test results of the pre/retrospective survey
of intercultural competence, the medians of the two groups are very far, (36495.00)
and (26695.00). The obtained Mann-Whitney U statistic is (10585.000). This value,
when corrected for tied rankings and converted to a z-score (critical ratio test) is
statistically significant at the .05 level. (U = 13890.000, p = .000) p < 0.05.
This means that the probability of the two medians being the same is very
small. Thus, it can be concluded that there is statistically significant difference between
the median scores of the experimental group (MML) and the control group (PaperBased) in their intercultural competence before the quasi-experimental study.
To make for this problem, data was computed in IBM SPSS 25 to obtain a
parallel variable similar to the covariate in univariate analysis of covariance. The
covariate is employed to make for the problems of differences of the pre-test scores
before the treatment in experimental research. For example, if data had not violated
parametric assumptions, one-way analysis of covariance (ANCOVA) could have been
used. However, due to the problem of data violation to univariate tests assumptions as
shown in the previous chapter, a new variable had to be computed.
The equivalent of covariate in this research study computed by calculating the
gains of all participants in their scores of the pre/post retrospective survey. This was
done by subtracting the retrospective survey scores of the pretest from the scores of
the posttest. This was done to compare the effects of employing MML on intercultural
competence.
After the new variable was computed it was then convenient to use a second
Mann-Whitney U Test on the scores of participants gained from the difference between
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the pre/retrospective survey of intercultural competence and the scores of the
post/retrospective survey of the same variable, intercultural competence. Table 16
shows the ranks of the participants of the two groups distributed by their gained scores
from the pre/post retrospective intercultural retrospective survey as calculated by
Mann-Whitney U Test.

Table 16
Intercultural Competence Gains’ Ranks by Mann-Whitney U Test
Pre/Post Intercultural Competence
Ranks
N

Mean Rank

Sum of Ranks

MML

176

180.12

31700.50

Control

179

175.92

31489.50

Total

355

Test Statistics

Post ICC

Mann-Whitney U

15379.500

Wilcoxon W

31489.500

Z

-.386

Asymp. Sig. (2-tailed)

.699

As can be seen from Mann-Whitney U Test results of the writing post-test, the
medians of the two groups are nearly the same, (31700.50) and (31489.50). The
obtained Mann-Whitney U statistic is (15379.500). This value, when corrected for tied
rankings and converted to a z-score (critical ratio test) is not statistically significant at
the .05 level. (U = 15379.500, p =.699) p > 0.05.
This means that the probability of the two medians for the two groups being
the same is very high. Thus, it can be concluded that there is no statistically significant
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difference between the median scores of the experimental group (MML) and the
control group (Paper-Based) in their intercultural competence. Accordingly, the
answer of the third research questions is that there were no statistically significant
differences in intercultural competence between tenth grade students who were taught
by WhatsApp as a an MML device and those who were taught by traditional means in
favor of the experimental group as concluded by the nonparametric Mann-Whitney
Test, (U = 13134.500, p = .699) p > 0.05 .
To make sure of results of this test, a decision was made to recalculate the data
of the intercultural retrospective questionnaire making use of the univariate analysis
of covariance (ANCOVA). Although data did not meet the assumptions of ANCOVA,
the rationale behind this was to examine either of the following two possibilities; (1)
ANCOVA would yield similar results assuring the insignificant differences between
the two the experimental and the control group in intercultural competence.
(2) ANCOVA would yield different results and reporting significant differences
between the two groups in their intercultural competence.
In fact, if the second possibility was found, a third test to calculate data of the
intercultural competence retrospective survey, had to be used. Table 17 shows the
differences in the intercultural competence score variance between the experimental
group and the treatment group computed by ANCOVA test.
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Table 17
Post/Retrospective Intercultural Competence Survey Calculated by ANCOVA
Variance Source

SS

df

Average of squares

F Value

Significance

Pretest Covariate

7.363a

1

7.363

167.810

.000

Group

.080

1

.080

1.826

.177

Error

15.445

352

.044

Total

5219.754

355

a. R Squared = .331 (Adjusted R Squared = .328) * (p > 0.05)
Table 17 shows no statistically significant difference between the experimental
group and that of the control group in the post/intercultural competence retrospective
questionnaire. F value was (1.826) which is significant not at .177 level. Thus, the
ANCOVA test yielded no statistically significant difference between the variance of
the two groups with regard to intercultural pre-post/retrospective questionnaire scores,
F (1, 35) = 1.826, p > 0.05.
In fact, the ANCOVA test yielded similar conclusions about the comparison
between the two groups as Mann-Whitney U test did earlier. Thus, there is no need to
use a third test to compare the two groups. Accordingly, the answer of the third
research question is “there is no statistically significant difference in intercultural
competence between tenth grade students those who were taught by WhatsApp as an
MML device and those who were taught by traditional means”.
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4.5 Results of the Fourth Research Question
The answer of the fourth research question necessitated a different statistical
test from the first three questions. Question four was “What is the effect of interaction,
if any, between students’ gender and the use of MML device in teaching writing on
writing achievement, writing motivation and intercultural competence?”.
Due to the violation of data to parametric tests assumptions that could easily
answer this question through factorial multivariate analysis, nonparametric tests had
to be used. However, in this question, there are two independent variables or factors
having two levels each. Thus, Mann-Whitney U Test cannot be used.
To statistically analyze this question, it is more convenient to rephrase it as
follows;
“Is there any statistically significant interaction, if any, between the two levels of
gender and the two levels of treatment with regard to writing achievement, writing
motivation and intercultural competence?”
This complex question can be divided into two parts to be analyzed
1- Is there a statistically significant interaction between students’ gender and
types of teaching device with regard to their scores in writing, motivation and
intercultural competence?
2- If there is interaction, what was the effect on each one of the three (DVs);
writing achievement, motivation and intercultural competence?
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To answer the first part of the question, whether there is an interaction or not,
data of gender and treatment were computed to bring about a new grouping variable
to represent the interaction between gender and treatment. In this case interaction can
be tracked through classifying the participants as belonging to one of the four
categories:
1- Females in the Control group (F-Control, through traditional means
2- Males in the Control (M-Control), through traditional means
3- Female in the treatment group (F_MML) through WhatsApp as an MML
4- Males in the treatment group (F-MML) through WhatsApp as an MML
In this way, the two independent variables, gender and treatment were
computed as a new independent variable called interaction. Now, ` can be used. It is a
nonparametric test that is used with an independent groups design comprising more
than two groups, Ho (2013). Table 18 shows the output of Kruskal -Wallis test of
significance for the interaction of the two independent variables (VIs) on all the three
dependent variables (DVs); writing achievement, motivation and intercultural
competence:
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Table 18
Kruskal Wallice H Test of Interaction Sig., Interaction on all (DVs)
Post/W
N
Median
Chi-Square
df
Asymp. Sig.

Post/Mot.

Post/ICC

355

355

355

32.00

3.7000

9.0000

10.799

59.162

6.683d

3

3

3

.013

.000

.083

Grouping Variable: Interaction GxT

As can be seen from Table 18, Kruskal-Wallis test of interaction among the
previously four mentioned levels do not have the same effect on the three DVs. The
obtained Kruskal-Wallis statistic interpreted as a chi-square is shown to be significant
for the two dependent variables, writing achievement and writing motivation. In
writing achievement, χ2(df = 3) = 10.799, p < .013, there is statistically significant
difference. In motivation for writing, χ2(df = 3) = 59.162, p < 0.0, there is also
statistically significant difference. However, in intercultural competence, χ2(df = 3) =
6.683, p > 0.083, there is no statistically significant interaction as well.
Thus, the answer of the first part of question four is provided. There is an
interaction effect between gender and treatment on the two (DVs). In other words,
there is a statistically significant interaction between students’ gender and types of
teaching with regard to scores in writing achievement and writing motivation.
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As for the second part of the question, “what was the effect of interaction
between grouping and treatment on each one of the three (DVs); writing achievement,
motivation and intercultural competence?
To investigate whether these differences in ranks are significant an additional
Kruskal Wallice test was computed to see the effects of the two levels of gender on the
three dependent variables; writing achievement, writing motivation and intercultural
competence.

Table 19
Kruskal Wallice H Test of Sig., Gender (VI) Rankings on all (DVs)
PostW

PostMotivation

ICC_G

355

355

355

Median

32.00

3.7000

3.8000

Chi-Square

4.745

.010

5.765

1

1

1

.029

.922

.016

4.293

.000

5.256

1

1

1

.038

.993

.022

N

df
Asymp. Sig.
Chi-Square
df
Asymp. Sig.
a. Grouping Variable: Gender

As can be seen from Table 19, there is a statistically significant differences
between males and females with regard to writing achievement and intercultural
competence regardless of the means they learned writing. The p value =.038 (p < 0.05)
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and .022 (p < 0.05) for writing achievement and intercultural competence respectively.
However, there is no statistically significant differences between males and females
with regard to writing motivation regardless of the means they learned writing. The p
value = .993 (p > 0.05).
Although statistically significant differences were identified by the test, further
investigation had to know the direction of this effect with regard to the effect on the
treatment.

Table 20
Frequencies of Gender Rankings (VI) on all (DVs)
Gender
male

female

> Median

85

92

<= Median

106

72

> Median

93

79

<= Median

98

85

> Median

88

55

<= Median

103

109

Grouping: Gender

After examining the frequencies of males and females in Table 20 and in the
light of information obtained from Table 19 about statistical significance differences,
the results would be as follows;
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There is a difference in median frequencies of females and males in favor of
males with regard to writing achievement. However, the differences of frequencies in
intercultural competence was for females. Males outperformed females in writing
achievement regardless of the type of treatment. On the other hand, females scored
higher scores in intercultural competence regardless of the treatment they received.
This can be more clarified through observing the differences found between ranks of
each one of the four types of interaction on the three DVs by Kruskal-Wallis test.

Table 21
Interaction Rankings on all (DVs)
Interaction G x T
Mmml
Fmml
Mcontrol
Fcontrol
Total

N
97
79
94
85
355

Mean Rank
181.46
206.89
156.87
170.58

Mmml
Fmml

97
79

243.75
172.27

Mcontrol
Fcontrol

94
85

112.99
180.19

Total

355

Mmml

97

182.82

Fmml
Mcontrol
Fcontrol

79
94
85

176.79
158.34
195.36

Total

355

Grouping Variable: InteractionGxT

Although, it appears that there are differences and the previous Kruskal Wallice
showed that these differences are significant. This meant that there is interaction only.
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However, the test did not identify the exact area of significance for this interaction or
which level of gender had better gains, for example. Consequently, conclusions could
not be simply obtained through just observing ranks differences among the four types
of interaction on each dependent variable. Further investigations and analysis had to
be made.
As can be seen in Table 21, the factor of gender affected treatment, females in
the treatment group had higher ranks (206.89) than males (181.46) in the treatment
group with regard to writing achievement. On the contrary, in the treatment group,
males had higher ranks (243.75) than females (172.27) with regard to motivation. Also,
in intercultural competence, in the treatment group, males had higher ranks (239.46)
than females (145.22).
On the other hand, in the control group, also there are interactions. Females
had higher ranks (170.58) than males (156.78) with regard to writing achievement.
Similarly, in the control group, females had higher ranks (180.19) than males (112.99)
with regard to motivation. Also, in intercultural competence, in the control group,
females had higher ranks (184.04) than males (136.66).
To see whether these differences affected by gender has significant effects on
the three dependent variables (DVs), three different Mann-Whitney U Tests had to be
made for each dependent variable.
1- Writing Achievement and Gender in the Experimental group
Mann-Whitney U Test was conducted to the results of the post writing test to
see if there was statistically significant difference between males and females in
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writing achievement because of employing MML. Table 22 shows the ranks of
participants of the treatment group males and females distributed by their writing
posttest results as calculated by Mann-Whitney Test.

Table 22
Gender Differences in Writing Ranks Calculated by Mann-Whitney U Test
Writing

n

Ranks

Mmml

97

82.54

Fmml

79

95.82

Total

176

Sum
8006.50
7569.50

Test Statistics

Writing

Mann-Whitney U

3253.500

Wilcoxon W

8006.500

Z

-1.721

Asymp. Sig. (2-tailed)

.085

a. Grouping Variable: Interaction GxT

As can be seen from Mann-Whitney Test results of the writing achievement,
the medians of the two groups are near; (3253.500) and (8006.500). The obtained
Mann-Whitney U statistic is (3253.500). This value, when corrected for tied rankings
and converted to a z-score (critical ratio test) is not statistically significant at the .05
level. (U = 3253.500, p = .054) p > 0.05. This means that the probability of the two
medians being the same is high. Thus, it can be concluded that there is no statistically
significant difference between the median scores of females and males in the
experimental group (MML) in their writing achievement.
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2- Writing Motivation and Gender in the Experimental group
A second Mann-Whitney U Test was conducted to the results of the
post/motivation retrospective questionnaire to see if there was statistically significant
difference between males and females in writing motivation because of employing
MML. Table 23 shows the ranks of participants of the experimental group males and
females distributed by their writing motivation results as by Mann-Whitney Test.

Table 23
Gender Differences in Motivation Ranks Calculated by Mann-Whitney U Test
Writing Motivation

Ranks
N

Mean Rank

Sum of Ranks

Mmml

97

106.72

10351.50

Fmml

79

66.13

5224.50

Total

176

Test Statistics

Motivation

Mann-Whitney U

2064.500

Wilcoxon W

5224.500

Z

-5.266

Asymp. Sig. (2-tailed)

.000

As can be seen from Mann-Whitney Test results of the retrospective survey of
writing motivation, the medians of the male and females are very far from each other,
(10351.50) and (5224.50). The obtained Mann-Whitney U statistic is (2064.500). This
value, when corrected for tied rankings and converted to a z-score (critical ratio test)
is statistically significant at the .05 level. (U = 2064.500, p =.000) p < 0.05. This means
that the probability of the two medians for the two groups being the same is very small.
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Thus, it can be concluded that there is statistically significant difference between the
median scores of males and the females in the experimental group (MML) their writing
motivation in favor of the males.
3- Intercultural competence and Gender in the Experimental group
A third Mann-Whitney U Test was conducted to the results of the intercultural
competence retrospective questionnaire to see if there was statistically significant
difference between males and females in the experimental group because of employing
MML. Table 24 shows the ranks of participants of the experimental group males and
females distributed by their intercultural competence survey results as calculated by
Mann-Whitney Test.

Table 24
Gender Differences in ICC Ranks Calculated by Mann-Whitney U Test
ICC

n

Ranks

Sum

Mmml

97

90.25

8754.00

Fmml

79

86.35

6822.00

Total

176

Test Statistics

InterCC

Mann-Whitney U

3662.000

Wilcoxon W

6822.000

Z

-.507

Asymp. Sig. (2-tailed)

.612

a. Grouping Variable: InteractionGxT

As can be seen from Mann-Whitney Test results of intercultural competence,
the medians of the two groups are near; (8754.00) and (6822.00). The obtained Mann-
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Whitney U statistic is (3253.500). This value, when corrected for tied rankings and
converted to a z-score (critical ratio test) is not statistically significant at the .05 level.
(U = 3253.500, p = .054) p > 0.05. This means that the probability of the two medians
being the same is high. Thus, it can be concluded that there is no statistically significant
difference between the median scores of females and males in the experimental group
(MML) in their intercultural competence.
4.6 Conclusion
In this chapter detailed results and findings were demonstrated. The following
chapter is to discuss these findings and results in the light of literature on employing
MML in the context of teaching EFL/ ESL students.

122

Chapter 5: Discussion and Conclusion
5.1 Introduction
This chapter concludes the study by highlighting and discussing the main
results of the research questions in light of the theoretical frameworks, literature,
theories of learning and motivation as well as models of digital technology integration.
The results of this study will be contrasted and compared with the findings or results
of other studies in different contexts. Then, the conclusion of the study will be drawn.
Based on the results of the study, practical implementations and recommendations will
be provided to support the teaching and learning practices and research. Moreover,
the limitations are addressed, and some opportunities are suggested to fetch the gap in
research nationally and globally. The study incorporates some recommendations for
curriculum, pedagogy and research.
This study was an attempt to investigate the effect of integrating MML as a
platform and its effect on promoting EFL writing performance, motivation and
intercultural competence. The study employed the SAMR model (Substitution/
Augmentation/ Modification/ Redefinition), a 21st century framework for evaluating
m-learning, was adopted. In addition, the two instruments were implemented to assess
students’ writing achievement, writing motivation and their intercultural competence.
5.2 Discussion
The big idea of the research stemmed from different factors and perspectives
as follows. The students in the UAE context have experienced some difficulties in
learning English in EFL setting, especially in writing. The writing skill as a productive
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skill is the outcome of all the other three language skills that are listening, speaking
and reading. Additionally, the students in generally are not highly motivated to learn
English. As the same time, students are addicted to use mobile technology apps. Thus,
the researcher planned to employ a model of digital technology to enhance their
literacy skill which is writing and motivation as well as their multicultural competence.
The results of the research questions especially justified the argument of the researcher
regarding technology integration and employing MML to enhance the students’
literacy skills since the language of instruction in public school is their first language
and they use English as one subject. The results of the first research question showed
statistically significant differences in EFL writing achievement between tenth grade
students who were taught by WhatsApp as a an MML device and those who were
taught by traditional means in favor of the experimental group. Similarly, the results
of the second research questions showed statistically significant differences in EFL
writing motivation between tenth grade students who were taught by WhatsApp as a
an MML device and those who were taught by traditional means in favor of the
experimental group.
The results of the study harmonized with the theoretical framework that is
social interaction, for Vygotsky (1978), is crucial to the development of cognition.
"Every function in the child's cultural development appears twice: first, on the social
level, and later, on the individual level; first between people (inter-psychological) and
then inside the child (intra-psychological). This applies equally to voluntary attention,
to logical memory, and to the formation of concepts. Mobile learning successfully
achieves the two levels as the students are fond of social media and digital devices
from individual perspective and social perspective. Additionally, mobile learning
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expands the time and duration of learning outside the classroom. This increases
students’ motivation directly and indirectly and certainly impacts students writing
competences.
Mobile learning also grants students the opportunities of authentic learning that
cannot be separated from the learner's background, culture and family belief system,
experiences, and attitudes as stated by Bruner (1966). Mobile learning occurs in social
context, and that "knowledge is acquired through social interaction, becomes individual
knowledge and individual knowledge grows and becomes more complex" (Robyler &
Edwards, 2000). In the constructivist view, the emphasis is on the students
'constructing' their own sense of the world, having their own perspectives on issues and
creating and knowing their own identities as learners. Students, therefore, learn in
accordance to their own potential, building knowledge through collaboration and social
activities.
In contrast, the results of the third research questions showed no statistically
significant differences in intercultural competence between tenth grade students who
were taught by WhatsApp as a an MML device and those who were taught by
traditional means in favor of the experimental group. This may be justified as that the
UAE is a multicultural society and all the students regardless of their cultural
backgrounds are fond of mobile technology. Moreover, students in public schools have
similar cultural background.
The results of this research study were supported by the results of some
researches and opposed with others. For example, Ciampa (2012) found out that the
use of digital eBooks increased the students’ literacy motivation; he added that
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student’s interaction with the digital eBooks increased their interest and engagement.
He also found out correlation between the achievement and motivation. Additionally,
Fox (2014) through his review of some studies, found out that digital technology has
a positive impact on reading comprehension and motivation. Moreover, Turner (2011)
also stated that students who utilized digital literacies had a positive motivation and
high levels of critical thinking in writing achievement more than students using
traditional books.
The current study is in line with the Kuwaiti study of Dashti and Aldashti
(2015) that aimed at investigating the attitudes of English major students at the
department of English and French major students in the College of Basic Education
towards the use of mobile learning in their classes. Results showed that that the
majority of students favored the use of mobile devices in the learning and teaching
process to enhance their knowledge of language in terms of vocabulary and grammar.
The current study also goes in harmony with the result of a study in Suadi
context carried out by Abdul Fattah (2015) to determine the impact of using a
WhatsApp Messenger as one of mobile learning technique to develop small group
college students' writing skills. The results of his study showed that WhatsApp
technique had a significant impact on students' writing Skills like punctuating a
paragraph, correcting a paragraph and writing an essay.
The results of this study also matched another study in the Saudi context
conducted by Hazaea1 and Alzubi (2016) that explored the role of this new integrated
method in enhancing the EFL learners’ reading practices. The results showed that
using mobile learning remarkably improved the students’ literacy skills in reading and
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writing. The study recommends further investigation on the impact of WhatsApp on
literacy practices.
Similarly, to the results of this study, Dashti and Aldashti (2015) carried out a
study in Kuwait that aimed at investigating the attitudes of English major students at
the department of English and French major students in the College of Basic Education
towards the use of mobile learning in their classes. Results showed that that the
majority (80.3%) of students favored the use of mobile learning to enhance their
knowledge of EFL language in terms of vocabulary and grammar. Yet, they hope that
their instructors effectively integrate mobile learning in EFL teaching.
Both Iranian research study had similar results to this study that mobile
learning impacted the writing achievement and motivation. Firstly, a study carried out
by Jafari and Chalak (2016) to explore the role of WhatsApp in the vocabulary learning
improvement of high school EFL students. The results of the study showed that using
WhatsApp had significant role in vocabulary learning of the students. The results also
showed no significant difference between male and female students regarding their
vocabulary knowledge after using WhatsApp. Secondly, a study carried out by
Ashiyan (2016) to investigate the use and effect of mobile learning applications such
as WhatsApp on school work and out of school work on EFL learners. The results
showed positive impact on students who used WhatsApp application in EFL
In contrast, the results of this study were opposite with the results of Grimshaw,
Dungworth & McKnight (2007). These researchers confirmed that motivation was not
found through the use of traditional texts compared to electronic texts. The explanation
for this finding is that the digital text has some features “such as word pronunciation,
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narration, sound effects and animations, which support the text, all help to remove the
effort from decoding individual words and allow the child to focus on meaning”
(Grimshaw, Dungworth & McKnight, p. 584. Grimshaw, Dungworth & McKnight
(2007) found out no significant differences within the students’ achievement of
students between traditional texts and electronic texts.
In fact, the results of the fourth research questions are more connected to the
context itself. In this study, according to the results of question four, it was found that
there is an interaction between gender and the means of learning writing. Although in
the experimental group, females had slightly, insignificant difference, better scores
than males in writing achievement and intercultural competence, males in the
experimental group had significantly more scores in writing motivation than females.
With regard to gains from integrating mobile technology in learning there are a lot of
contradictions between studies as shown earlier.
5.3 Conclusion
The results of the research questions showed statistically significant
differences in EFL writing achievement and EFL writing motivation between tenth
grade students in the experimental group who were taught by MML means and those
who were taught by traditional paper-based means in favor of the experimental group.
On the other hand, the results of the research showed no statistically significant
differences in intercultural competence between tenth grade students of the two
groups. This is an indication that the schools and all stakeholders are in need to get
some insights towards integrating the effect of employing MML in EFL literacy
instruction. In fact, most studies report similar results about the gains of technology
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integration. Even if some studies report that there are differences with regard to gender
as this study concluded, it would be misleading to count on such differences and
deprive males or females from taking the advantages of MML.
5.4 Implementation and Recommendations
Based on the results of the study, some implementations and recommendations
are provided as follows. First, MML should be considered by the decision makers and
educators to shift digital technology integration to enhance the students’ EFL writing.
Second, the stakeholders have to respond and shift gradually toward the digital
applications to reinforce students ‘levels of motivation. Third, more emphasis should
be paid to integrate cultural diversity aspects in the EFL curriculum, instruction and
pedagogy. Fourth, digital culture should be enhanced, and teachers need to be trained
how to fully integrate digital technology and MML to enhance literacy skills in general
and writing in particular. Fifth, more researches are needed to guide the practices at
the schools’ levels and all the grades. Sixth, more research studies are suggested to
private and public schools in all the emirates of the UAE. Seventh, different types of
researches are recommended like qualitative research to portrait the whole picture.
Eighth, more researches are needed to include other stakeholders like teachers and
advisors as well as their attitudes towards the use of MML in EFL learning and
teaching contexts.Ninth, both students and teachers should exert effort in overcoming
all technical problems and to provide formal training in the use of MML.Tenth, more
investigation is needed to study the impact of MML on all the four language skills in
EFL contexts.
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Appendix A: ADEC Corporate Strategy Map

Retrieved from:https://www.adek.abudhabi.ae/en/Education/Pages/StrategicPlan.aspx
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Appendix B: Ethnocentric Context

https://w.taskstream.com/ts/johnson1153/6thand11thGradeEnglish.html/ukfffx00uffj
f6ebfffef9eg
This websites is linked to a school website in the UAE
https://sites.google.com/site/adecabata/english
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Appendix C: ADEC Curriculum Resource Selection

ADEC encourages teachers to use their creativity in identifying and using materials that will
best meet the academic needs and interests of their students. While teachers are welcome
to use materials that are not provided by ADEC, or protected by copyright, it is essential they
still keep the ADEC Code of Conduct in mind when selecting these materials for use.
Specifically, teachers should follow Standard Nine of the code of conduct:

General Topics
Avoid having discussions about the topics listed below. As many of them are very
controversial. Stick to general topics that have no reference to a religion or a culture in
particular.
Avoid X
Prophet(s) – except in Arabic and Islamic
books

The three UAE islands

Revolution

Birthdays

Persian Gulf

Judaism

Human evolution

Aliens

Religions other than Islam

Magic and magicians

Sleepovers‐boys and girls together

Topics against Islam (e.g. terrorism, bombing, …etc)

Sex or sexual relationships

Dating

Items
Avoid X
A globe or map with a reference a Persian
Gulf or Israel

A globe with the label Israel instead of Palestine

Cross‐sign

6 point star

Easter eggs

Christmases/ Christmases tree/ Santa

Replace with 
A globe or map that has reference to the
Arabian Gulf or Palestine.

If alternatives are unavailable the term ‘Persian’ or
‘Israel’ must be Erased or covered in a permanent
fashion.
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Non Islamic holidays
Avoid discussing non Islamic holidays or any reference to them as students won’t be able
to relate to them. Instead discuss holidays that your students are familiar with.
Avoid X
Valentine

Easter

Halloween

Thanks giving

Easter eggs

Christmases/ Christmases tree/ Santa

Replace with 
Eid Al Fitr

Eid Al Adha

Ramadan

National day (2nd of December)

Animals
Some animals are not appropriate in the UAE religion/culture.
Avoid X
Pig (all references to pigs)
Dogs (dogs is an acceptable topic. But do
not encourage students to have dogs as
pets).

Replace with 
Camels

Monkeys

Cats

Rabbits or any other animal

Unreal creatures
Unreal creatures are inappropriate to discuss with the students. Try to use real characters
as much as possible. Remember that unreal creatures might frighten some children.
Avoid X
Monster

Aliens

Ghost

Supernatural beings such as devils, demons, witches

Replace with 
Human

Animals

Plants

Famous appropriate cartoon characters.

Food &Beverage
Some food and beverage are not acceptable in the Islam religion. Therefore, please avoid
having any discussions with the students about them. The below items are not acceptable
due to health related reasons.
Avoid X
Ham (Pork) products

Alcohol, wine(any reference to alcohol products
should be avoided

Replace with 
Vegetables, fruits , cereal ..etc

Juices, milk, laban…etc

Games
Games that are played for money are not acceptable.
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Avoid X
Playing cards

Gambling

Dice based games (with numbers)

Any games of chance

Any games with betting (any games that are
played for money).

General
Avoid the topics listed in the table below. They are all religiously and culturally
inappropriate.
Avoid
Mohamed’s name on living nonliving items.
Mohamed is the name of our prophet
peace been upon him. He is a very sacred
person. Muslims respect and value him
very much. Therefore, having his name
placed on nonliving items or animals is very
offensive and unacceptable.

Swear words

Prophet(s)

Heaven and hell

Life after death

Marriage

Angels

Demons

Noah’s ark

Sexual phrases

Marriage

Celebrations other that Islamic ones

Supernatural powers

Magic and magicians

Birthday

Sleepovers‐boys and girls together

It is highly recommended that you consult with the Islamic studies teacher regarding the
topics above.

Clothes
Due to religious and cultural reasons girls and boys dress conservatively. Avoid showing
images or describing people dress inappropriately.
Avoid X
Swimming wear

Shorts

Sleeveless shirts

Short dresses

Short skirts

Transparent clothes

Replace with 
Long swimming wear

Trousers

Shoulders should be covered

Long dresses

Long skirts

Thick clothes

Money
Avoid using currencies other than the UAE’s to avoid confusion for younger students. As
many of them will not be familiar with currencies other than the AED (Dirhams) and fils.
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Avoid X
Dollars

Pounds

Yen

Ryal

Replace with 
AED

Fils

Jewelry
Men wearing jewelry is not acceptable in the Islam religion and in the UAE culture. Also,
any reference to religions other than Islam in jewelry must be avoided.
Avoid X
Men wearing jewelry

Cross‐sign necklace, bracelets, rings…etc

Skull shape jewelry

“Six point star” necklace, bracelets, rings…etc

Other subjects of note:
Do not discuss homosexuality at any time.
Please consult with your school administration when dealing with the subject of adoption.
The LRC staff have been given a separate list of criteria when considering purchases for LRCs.
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Appendix D: Australian UC High School Writing Booklet

The free electronic copy can be downloaded from:
https://sites.google.com/view/aminmofreh/grade-10-trimester-3-the-world-around-us
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Appendix E: Teaching Materials
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Appendix G: Emails Sent to Request Research Assistants
Dear Colleagues,
Thank you for expressing your initial agreement to participate as research assistants in a
PhD dissertation project that focuses on Grade 10 students. As you were already informed
about the title of the dissertation, “Unleashing Multimodal Literacy by Employing WhatsApp
to Promote UAE 10th Graders’ EFL Writing, Motivation and Intercultural Competence”. This
dissertation is supervised by College of Education (UAE University) and approved by Abu
Dhabi Educational Council to be implemented at ADEC’s Public schools. Attached are
ADEC's formal agreement, one-page summary of the project and a certificate of participation
in assisting the research from UAE university. (PLEASE WRITE YOUR FULL NAME IN THE
ATTACHED COPY OF THE CERTIFICATE, SAVE IT TO YOUR COMPUTER THEN RESPOND TO THIS
EMAIL EXPRESSING YOUR FORMAL AGREEMENT AND DO NOT FORGET TO ATTACH YOUR
CERTIFICATE TO BE SIGNED, SEALED, SCANNED AND SENT BACK TO YOU).

The UAE University is ready to provide Certificates of participation to assistant researchers and
they are to be acknowledged in the dissertation. Certificates of participation will be provided, scanned
and sent to your email within two days of sending your formal agreement to participate in implementing
the research.

Your role as research assistant in implementing the research would be as follows;
-

Administering a pre-writing test for all your grade 10 students during the first week of

T3 (Before 15th April 2016)
-

Implement a group of UNIFIED lesson plans based on T3 theme “The World around

Us” (From 17th April to 26th May) Lesson plans for each lesson has two versions; the first
version employs WhatsApp (to be used with one of your classes), the second version does not
employ Whatsapp (to be used with other classes).
-

Administering a questionnaire and a post-writing test to students (Before the end of May)

-

Compensating the students of other classes who did not use WhatsApp before the post-writing

test by asking them to participate in a WhatsApp group for revision (Making use of the FIRST version
of the UNIFIED lesson plans mentioned earlier).
To download resources and get more information, you are invited to visit my website;

https://sites.google.com/view/aminmofreh/grade-10-trimester-3-the-world-around-us
Yours,
Amin Mefreh Amin Elkhayyat
Teacher of English (Ali Bin Abi Talab School- Cycle 3- AlAin)
Email: abumofreh@uaeu.ac.ae
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Appendix H: Detailed Instructions to Research Assistants
Subject: رد: Formal Approval of Working as Research Assistantsمن: Amin Mefreh Amin Elkhayyat
[abumofreh@uaeu.ac.ae]  م12:58 2016 , أبريل07 :تم اإلرسال
إلى: Adel Farghal Ahmed Farghal; Mohammed Faissal Dasouqui Darwish; isssam.ahmed@adec.ac.ae; Muaffaq Mohammed Abdul Rahim Thebyan;
Holly Fielder; Olivia Ammonds; joshbrynlisa@hotmail.com; abdelrahim@adec.ac.ae; charlottelovell@adec.ac.ae; Salim Nimer Moh'D Zaid Kilani;
Amna Ali Nasser Ali Almahya; khan.anadia@adec.ac.ae; Lisa Robinson; Sharon Powell; Mohamed Abdelhamid Fathey Shoker; Shakira Muhammed
Naseer Ahmed Khota; Mariam Salem Fadel Al Ketbi; Almutasem Ikrimah Mohamed Yaghai; devearanie.naidoo@adec.ac.ae;
sharon.donnely@adec.ac.ae; taneka.blake@adec.ac.ae; Ameer Sayed; edwardk@adec.ac.ae; rawaida.100natebrahim@adec.ac.ae;
re100nat@gmail.com; Gloria Dukes; shireenbhagowat@adec.ac.ae; Ali Abdallah Ali Al Qudah; Tahar Zorgani; maymoonah.p@hotmail.com;
maymoonoh.patel@adec.ac.ae; Zaynab Mehbub Husein Husein; beverleywade@adec.ac.ae

نسخة: Amin Mefreh Amin Alkhayyat
الموضوع: Formal Approval of Working as Research Assistants

Dear Colleagues,
Thank you for expressing your formal agreement to participate as research assistants in a PhD
dissertation project that focuses on Grade 10 students. As you were already informed about the title of
the dissertation, “Unleashing Multimodal Literacy by Employing WhatsApp to Promote UAE 10th
Graders’ EFL Writing, Motivation and Intercultural Competence”. This dissertation is supervised by
College of Education (UAE University) and approved by Abu Dhabi Educational Council to be
implemented at ADEC’s Public schools. Attached are ADEC's formal agreement, one-page summary
of the project and a certificate of participation in assisting the research from UAE university. (PLEASE
WRITE YOUR FULL NAME IN THE ATTACHED COPY OF THE CERTIFICATE, SAVE IT TO
YOUR COMPUTER THEN RESPOND TO THIS EMAIL EXPRESSING YOUR FORMAL
AGREEMENT AND DO NOT FORGET TO ATTACH YOUR CERTIFICATE TO BE SIGNED,
SEALED, SCANNED AND SENT BACK TO YOU).

Your role as research assistant in implementing the research would be as
follows;
Collect consent forms from students’ parents.
Administering a pre-writing test for all your grade 10 students during the first
week of T3 (Before 15th April 2016)
Implement a group of UNIFIED lesson plans based on T3 theme “The World
around Us” (From 17th April to 26th May) Lesson plans for each lesson has two
versions; the first version employs WhatsApp (to be used with one of your classes),
the second version does not employ Whatsapp (to be used with other classes).
Administering a questionnaire and a post-writing test to students (Before the
end of May)
Compensating the students of other classes who did not use WhatsApp before
the post-writing test by asking them to participate in a WhatsApp group for revision
(Making use of the FIRST version of the UNIFIED lesson plans mentioned earlier).
To download resources and get more information, you are invited to visit my website;
https://sites.google.com/view/aminmofreh/grade-10-trimester-3-the-world-around-us
Yours,
Amin Mefreh Amin Elkhayyat
Teacher of English (Ali Bin Abi Talab School- Cycle 3- AlAin)
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Appendix I: Topics from EMSA English Writing Tests
Grade 10 (2008)
1. Think about one of your friends. Write about what makes that friend special. Include
as many details as possible. (Do NOT write more than one page.)
2- What does friendship mean to you? (Do NOT write more than one page.)
Grade 10 (2009)
The UAE is seen around the world as a vibrant and exciting tourist destination. Write
a newspaper article for publication in London explaining why tourists
should visit the UAE.
Grade 10 (2010)
1- Some people say it is more important to have money than friends. Do you agree or
disagree? Why?
2- Education is the key to future success. Do you agree with this statement? Give
reasons and examples to support your point of view.
Grade 10 (2011)
Emirati culture has traditional elements and modern elements.
Explain how Emirati life is affected by traditional and modern elements.
Grade 10 (2012)
Describe your favourite book. Emirati lifestyle has changed in recent decades and will
continue to change in the future.
Describe some ways that Emirati lifestyle may be different in 30 years from Emirati
lifestyle today and explain how these changes will affect people.
Grade 10 (2013)
A grade 10 student from another country is visiting your school.
Explain what they need to know about emirati culture
Grade 10 (2014)
1- Hamad and Khaled’s Day Out
It was the middle of the school holidays and Hamad and Khaled were bored.
Look at the numbered pictures and write about their day.
2- Look at the picture (An Emirati old man is telling a story to his children in the
desert), then write a story developing events (What happened) and characters (the
people)
Grade 10 (2015)
City or Village
Is it better to live in a city or village? Why?
Grade 10 (2016)
Report & Opinion Piece are assigned
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Appendix J: The Writing Pre & Post-Test
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Appendix K: Essay Assessment Scale (ESAS) Provided by ADEC
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Appendix L: Approval to adapt Questionnaires

From: Barry Zimmerman <bzimmerman@gc.cuny.edu>
To: Amin Mefreh Amin Elkhayyat
Subject: RE: Asking for a Permission to Use the Perceived Self-Regulatory Efficacy
for Writing Scale

Hi Amin:
I give you my permission to use, adapt, and translate my Perceived SelfRegulatory Efficacy for Writing Scale in your dissertation research. I ask only
that you cite its original literary source.
Sincerely,
Barry J. Zimmerman
Professor Emeritus CUNY

From: Guo-Ming Chen <gmchen@uri.edu>
To: Amin Mefreh Amin Elkhayyat
Subject: RE: permission to use your ISS Scale

Hi Amin, thanks for the request. Yes, you have our permission to use the ISS
for non-profit research purpose.
Attached are a couple related articles for your information.
Best.
guo-ming

Writing Motivation Survey (English Version)
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Appendix M Motivation Survey

Writing Motivation Survey (Arabic Version)
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Intercultural Competence Survey (English Version)
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Appendix N Intercultural Competence
Survey

Intercultural Competence Survey (Arabic Version)

225

226
Appendix O: Questionnaire’s Cronbach Alpha Reliability Test

Cronbach's Alpha

N of Items

.794

40

Valid
Excluded
Total

N

%

350

98.6

5

1.1

355

100.0

Item
1K1
1K2
1K3
1A1
1A2
1A3
1R1
1R2
1R3
1R4
1T1
1T2
1T3
1C1
1C2
1C3
1C4
1C5
1C6
1C7
1S1
1S2
1S3
1S4
1S5
1S6
1S7
1S8
1G1
1G2
1G3
1G4
1G5
@1E1
@1E2
@1E3
@1E4
@1E5
1G6
1G7

Mean Std. Deviation
3.84
.742
3.77
.660
3.74
.636
3.92
.788
4.11
.749
3.84
.755
4.14
.777
3.75
.752
3.94
.797
3.77
.658
3.64
.692
3.73
.704
3.77
.739
3.72
.584
3.83
.780
3.77
.671
3.75
.731
3.90
.756
3.80
.919
3.86
.901
3.40
.643
3.63
.681
3.81
.737
4.06
.832
3.51
.693
3.90
.669
3.71
.746
3.89
.710
3.76
.715
3.82
.669
3.84
.726
3.71
.666
3.74
.696
3.33
.668
3.57
.655
4.15
.831
4.22
.747
4.11
.835
3.48
.800
3.78
.694

N
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
350
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Appendix P: Extra Instructions to Ensure Submitting Questionnaire Responses

https://sites.google.com/view/aminmofreh/grade-10-trimester-3-the-world-around-us
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Appendix Q: Consent Forms Download Links

Consent Form English Version

https://drive.google.com/open?id=1hx5-PlCkqN4gRXEp_7hxt9-vEC6don4l

Consent Form Arabic Version

https://drive.google.com/file/d/1PbRj1rY2JftJotPrL0vKCXSdUtimszV8/view?usp=s
haring
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Appendix R: Request Letter to Research Unit at ADEC
األخ الفاضل االستاذ /حلمي سعده
أشكرك جزيل الشكر وأتمنى منكم في القريب العاجل مساعدتي على استخراج شهادة لتسهيل مهمتي لكي أتمكن من
اتمام الدراسة علما بأنني سوف أقوم بعرض األطروحة للموافقة النهائية يوم الثالثاء القادم و أتمنى منكم ارسال الموافقة اذا
أمكنكم أورسالة تفيد بأن الموافقة قيد البحث
ولكم جزيل الشكر الرقم التالي هو الرقم الذي قد حصلت عليه عند تسجيل البيانات
110168

أمين مفرح أمين الخياط

From: Amin Mefreh Amin Alkhayyat
Sent: Monday, November 9, 2015 8:58 PM
To: ADEC Research
وثيقة تعارف Subject: RE:
األخ الفاضل االستاذ /حلمي سعده
أشكرك جزيل الشكر وأتمنى منكم في القريب العاجل مساعدتي على استخراج شهادة لتسهيل مهمتي لكي أتمكن من اتمام الدراسة
ولكم جزيل الشكر
أمين مفرح أمين الخياط

From: ADEC Research
Sent: Monday, November 9, 2015 9:39 AM
To: Amin Mefreh Amin Alkhayyat
وثيقة تعارف Subject:
األخ المحترم أمين

نحن في مجلس أبو ظبي للتعليم نشكر لك اهتمامك على تطبيق دراستك لدرجة الدكتوراة على مدارس
أبوظبي  .لقد استلمنا طلبكم وحتى نستطيع البدء في إجراءات استخراج رسالة تسهيل مهمة باحث برجاء ملء
وثيقة التعريف المرفقة والتوقيع عليها ومن ثم ارسالها لنا باإليميل مرة أخرى مع نسخة من ملخص الدراسة
ولكم جزيل الشكر .
حلمي سعده
وحدة البحوث والتخطيط
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Appendix S: Consent Form (English Version)
Dear Parent,
This letter seeks your voluntary consent to allow your child to participate in an
educational research study. Specifically, you will be asked to complete a voluntary
contact information form, allows your child to respond to two questionnaires.
The topic of the research is “Unleashing Multimodal Literacy by Employing Mobile
Learning to Promote EFL Writing Performance, Motivation and Intercultural
Competence "
Your child is to sit for two writing tests and respond to questionnaires to get
information about your child's mobile learning experience in learning EFL writing and
its effects on motivation and intercultural competence.
Your child will be asked to complete a volunteer contact information sheet.
The completion of this form is voluntary. You and your child may choose to complete
the contact sheet or leave it blank.
You are assured that responses will be confidential to the study.
If you are willing to participate in this study, please sign the statement below.
I have read and understand the information on the form and I consent to allow my child
to volunteer to be a subject in this study. I understand that information obtained is
completely confidential and I have the right to allow my child withdraw from the study
anytime. I have received an unsigned copy of this informed consent form.

Name ………………………

Signature …………………. Date ……………

I certify that I have explained to the above individual the nature and purpose, the
potential benefits, and possible risks associated with allowing his child participating
in this research study, have answered any questions that have been raised, and have
witnessed the above signature.

Social worker Name……………..

Signature …………………. Date ………
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)Appendix T: Consent Form (Arabic Version

نموذج موافقة ولي األمر

السيد/ة ولي األمر
يهدف هذا الخطاب للحصول على موافقتكم بالسماح لنجلتكم  /نجلكم بالمشاركة في دراسة بحثية .وفي حال
ابدائكم الموافقة فيرجى تعبئة هذا النموذج للسماح لها/له باالجابة على استبانتان
علما بأن موضوع البحث هو اطالق العنان للقرائية متعددة الوسائط من خالل التقنيات المتحركة لتعزيز الكتابة
باللغة االنجليزية و الدافعية للكتابة وكفاءة التعامل مع الثقافات األخرى
وسوف يقوم نجلتكم/نجلكم بأداء امتحان كتابي قبل الدراسة و بعدها وستكون النتيجة مع االستبانتان لتقييم
تجربة تعلم الكتابة باللغة اال نجليزية بالتقنيات المتحركة و تأثيرها على دافعية الكتابة و كفاءة في التعامل مع
الثقافات األخرى
ويمكن لنجلتكم  /لنجلكم تعبئة النموذج الخاص بمعلومات للتواصل أو تركه فارغا
علما بأن الدراسة تضمن سرية وخصوصية النتائج

في حالة موافقتكم يرجى منكم التوقيع على االقرار التالي:
تم االطالع على المعلومات الواردة في هذا النموذج و أسجل موافقتي على السماح لنجلتي /لنجلي بالتطوع بأن
يكون أحد المشاركين في هذه الدراسة .وقد علمت بأن البيانات التي سيتم الحصول عليها سيتم التعامل معها
بكامل الخصوصية ولدي الحق أن أسمح لها/له باالنسحاب من الدراسة في أي وقت وقد تسلمت نسخة غير
موقعة من اقرار هذه الموافقة.
االسم  ...............................التوقيع  .................التاريخ ........................

أقر بتوضيح طبيعة و غرض ماسبق لولي األمر الموقع أعاله و كذلك الفوائد المحتملة والتبعات الممكنة جراء
مشاركة نجلته  /نجله في هذه الدراسة البحثية و قد قمت باالجابة على أي استفسار تم طرحه و شهدت على
توقيع ولي األمر
اسم أخصائية /أخصائي الخدمة االجتماعية .........../التوقيع  .............التاريخ ........

Digitally signed by
Shrieen
DN: cn=Shrieen,
o=United Arab Emirates
University, ou=UAEU
Library Digitizatio,
email=shrieen@uaeu.ac.
ae, c=AE
Date: 2021.06.23
'12:23:14 +04'00

